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gender, teacher ethnicity, and student self-reported self-efficacy. The Morgan-Jinks Self-Efficacy Scale 
(MJSES) survey instrument (1999) was administered to 1,487 fourth and fifth grade students across two 
urban school districts within New York State. Null hypotheses involving gender, ethnicity, and levels of 
selfefficacy guided the study. Results of the data analysis revealed statistical significance between fourth 
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Recommendations for institutional leaders include continuing gender specific programming and 
assigning teachers and support staff to fourth grade classrooms that reflect the gender of the students. 
Policy recommendations include instituting or continuing culturally responsive education and hiring 
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The purpose of this quantitative study was to determine if statistical significance 
existed between teacher gender, teacher ethnicity, and student self-reported self-efficacy.  
The Morgan-Jinks Self-Efficacy Scale (MJSES) survey instrument (1999) was 
administered to 1,487 fourth and fifth grade students across two urban school districts 
within New York State.  Null hypotheses involving gender, ethnicity, and levels of self-
efficacy guided the study.  Results of the data analysis revealed statistical significance 
between fourth grade student’s self-efficacy level and the gender of their teacher as well 
as statistical significance between fourth grade student’s self-efficacy and the gender and 
ethnicity of their teacher.  Recommendations for institutional leaders include continuing 
gender specific programming and assigning teachers and support staff to fourth grade 
classrooms that reflect the gender of the students.  Policy recommendations include 
instituting or continuing culturally responsive education and hiring educators who have 
experience teaching in culturally and racially diverse classrooms.  
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Chapter 1: Introduction 
The American Dream is the belief that impartiality of opportunity for prosperity is 
available to any American, permitting the most elevated aspirations and objectives to be 
accomplished through difficult work (Hochschild & Scovronick, 2003).  For those living 
in urban neighborhoods, who struggle with escaping the grip of poverty, the American 
Dream feels more like a myth than a reality.  Low levels of education can potentially 
threaten the economic and social integration into mainstream, middle-class America and 
could affect anyone, but this reality is especially threatening to those who struggle with 
living on the economic margins.    
Possible causes of, as well as solutions to, student academic underachievement, 
have been exhaustively researched.  Public school districts, particularly those located in 
urban, poverty-stricken areas, have been largely unable to meet the needs of the 
unraveling underachievement of their diverse student population (Lewis, James, 
Hancock, & Hill-Jackson, 2008).  Information gleaned from research into this paramount 
issue can be overwhelming and although vast amounts of information exist, the most 
important question remains unanswered: What intervention(s) work best to address the 
academic underachievement of the students served in the district?   
Urban school systems do not all have the same challenges, but there are urban 
schools that share exclusive characteristics that distinguish them from their suburban and 
rural counterparts.  Serving significantly more students, urban districts operate in tightly 
populated areas with higher concentrations of poverty, diversity, refugee populations, and 
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higher rates of student and family mobility (Kincheloe, 2010).  Urban schools face 
specific organizational challenges; school guidelines that hinder student achievement and 
fail to satisfactorily address students’ educational needs including consistently 
underperforming student academic achievement, a lack of instructional consistency, 
teachers and staff who are inexperienced, poorly functioning technological data 
management systems, and expectations that students will not do well in school 
(Kincheloe, 2010).  This study addressed proposed initiatives to improve student 
academic performance by focusing on the gender and ethnicity of fourth and fifth grade 
urban schoolteachers.      
Low Achievement  
A plethora of research has been conducted about the academic underachievement 
of students who reside in urban, inner-city neighborhoods.  Low student academic 
performance persists even in the middle of tremendous political attention.  Many students 
who perform poorly on mandated, standardized performance tests and who do not 
perform at grade level often demonstrate this.  Additionally, in urban schools, there are 
high rates of special education students and high school dropouts (Hattie, 2009; Sandy & 
Duncan, 2010).  In addition to enrolling for school at varying levels of academic 
readiness, oftentimes students attending inner-city schools are dealing with stressors that 
are out of their control outside of the school setting, including financial hardships 
(NYSED, 2019).   
Sandy and Duncan (2010) examined the test score gap between urban and 
suburban students.  The test score gap between the groups studied was 9.12 percentile 
points, statistically significant at the 0.05 level.  Sandy and Duncan’s (2010) study 
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provided a captivating argument related to the achievement gap.  Their study highlighted 
that families living in poverty mirror the families that attend urban schools; the schools 
that contain large populations of students and have general issues with school 
overcrowding (Ready & Welner, 2004).  Research results further indicated that overall 
urban students score 2.7 percentile points below suburban students.  The researchers 
further concluded that the issue of poverty must be addressed since urban schools have 
heavy concentrations of minority students and students living in poverty, further 
accentuating the problem of academic underachievement.   
Discussions about low achievement and poor student performance should include 
the heightened challenges urban students face that attribute to their poor academic 
performance in school.  The New York State Department of Education Report Card Data 
(2016) reported in the school year 2015-2016 more than one-half of the students enrolled 
in schools in New York State qualified for free or reduced lunch.  Eligibility for the 
federal free breakfast and lunch programs requires an income of no more than $32,630 
before taxes for a family of four (NYSED, 2019).  A family of four would be considered 
ineligible for assistance from the New York State Department of Health (2018-2019) for 
health services assistance if their income exceeds $46,435.  Consequently, in urban 
public schools, staggering amounts families are living with and struggling with, financial 
disadvantage. 
Lack of Instructional Consistency 
Instructional initiatives and approaches have bombarded urban schools, 
fragmenting, and/or contradicting previously applied initiatives, and disrupting 
approaches that could potentially aid in academic achievement.  Professional 
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development designed to implement these instructional initiatives and support educators 
using them is frequently ineffective (Hill, 2009).  The population of students in urban 
schools is so diverse that student needs require attention and variety to target identified 
and specific needs aligned with student academic success.  Additionally, urban school 
initiatives require thought and careful selection, with consideration given to what has 
already been utilized in the school district.  Urban schools should utilize experts for 
support and program implementation to ensure that institutional knowledge is given to 
new educators or those who may need support for professional learning because lack of 
instructional consistency affects student academic performance within the classrooms 
(Hill, 2009).   
Inexperienced Teaching Staff 
The quality of teachers is crucial to increasing attempts to comprehend and 
minimize academic performance gaps (Ferguson, 1991, 1998).  Schools with higher 
concentrations low-income students and families living in poverty are more likely to have 
higher teacher turnover rates, have unqualified teachers, and/or lack experience (Lee, 
2004), contributing to academic underachievement.  Serious research attention has been 
given to prove that teachers are a vital resource to the school and the students, having a 
substantial influence on academic achievement (Goldhaber, 2007; Gordon, Kane, & 
Staiger, 2006; Rivkin, Hanushek, & Kain, 2005; Rockoff, 2004).  That influence is 
especially important as their years of teaching experience lengthens (Goldhaber, 2008). 
Regardless of teacher credentials and subject-specific concerns, generally, 
educators who teach in urban schools where there are high amounts of families living in 
poverty report having to work with a lack of resources including scarce or outdated 
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textbooks, computers and other technologies, or scientific equipment and materials 
(Kress, 2011).  Moreover, the quantity and assortment of advanced placement courses lag 
substantially behind schools educating privileged student populations (Hallett &Venegas, 
2011).  In addition to scarce supplies, resources, and learning opportunities, the 
deterioration of physical educational facilities, often another distinctive feature of inner-
city schools with high poverty can reduce student productivity and performance, 
engagement, and achievement, as evidenced in Durán-Narucki’s (2008) study.  In this 
study students, on average, attended fewer days of school in run-down facilities.  Budget 
constraints make many school facility problems unpreventable and slow rectification of 
these issues will not assist with student performance.  Nonetheless, if districts were able 
to recruit based on teacher characteristics, student preference and student need, 
prospective teachers' self-perceived instructional quality could have the potential to 
improve student performance.  Additionally, student performance could increase if pre-
teachers are recruited who have the desire to teach in urban schools (Ronfeldt, Reininger, 
& Kwok, 2013). 
Despite federal regulations and academic instructional supports, the problem of 
urban underachievement remains a focal point in urban schools and there continues to be 
an achievement gap between urban students and their middle- and upper-class peers 
(NYSED, 2018).  In 2018, the New York State Department of Education reported that 
966,661 students tested in New York State to determine English language arts 
proficiency levels.  Of those assessed, less than half scored sufficiently for the 
expectations at their grade level of record, compared to 61% of non-economically 
disadvantaged students.   
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There are vast amounts of research demonstrating a positive correlation between 
self-efficacy and academic achievement (Multon, Brown, & Lent, 1991; Pajares, 1996).  
Established by Albert Bandura (1977, 1986) via the social cognitive theory, self-efficacy 
is a person’s beliefs about their ability to learn or perform behaviors.  Self-efficacy has 
been proven to influence academic motivation, learning, and achievement (Pajares, 1996; 
Schunk, 1995).  Since it has been proven there is a correlation between self-efficacy and 
academic performance, this dissertation study sought to find out if statistical significance 
existed between the independent variables student gender, student ethnicity, teacher 
gender, and teacher ethnicity, and the dependent variable, student self-reported levels of 
self-efficacy.   
Problem Statement 
There continues to be an achievement gap between students in urban, low 
socioeconomic status (SES) schools and those of opposing socioeconomic status (Barnes, 
2010).  Even prospective teachers agree this disparity exists between the two groups 
(Morales, 2016).  Socioeconomic status is one factor that affects student performance in 
school (Siren, 2005).  There are many other influences relating to student academic 
underachievement including parental involvement (Hill & Tyson, 2009), attendance rates 
(Roby, 2004), dropout rates (Hirschfield, 2009; Lee & Burkam, 2003; Lee, Cornell, 
Gregory, & Fan, 2011; Rumberger & Palardy, 2005), and test scores (White et al., 2016).  
In comparison to schools of opposing socioeconomic status, conditions in urban schools 
are abysmal. 
Parents’ socioeconomic status is one factor related to student academic 
achievement.  Subpar standardized test scores and lower educational achievement are 
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common amongst poverty-stricken children (Jeynes, 2007).  Poverty-stricken children 
generally perform poorly in school.  Crane’s (1996) study statistically analyzed the 
effects of low income and students’ home environment on their mathematical 
achievement.  When cognitive stimulation and emotional support were given at home, 
students performed substantially better on mathematics assessments.  Although the home 
environment had significant effects on achievement, families living in poverty do not 
often have the option to change their home environment.  The students’ in Crane’s study 
often lacked sleep, were not properly fed, lacked quiet places to study, and were often 
preoccupied with the stresses and struggles from home.  The incessant struggle to make 
ends meet causes strain on family dynamics and can ultimately affect a child’s ability to 
succeed in an academic environment.  Focusing on this strain was the objective of a 
research study by Hair, Hanson, Wolfe, and Pollak (2015).  The (2015) study wanted to 
prove that the longer children live in poverty, the greater their academic deficits, having 
detrimental effects on occupational attainment as adults.  Researchers also sought to 
determine whether differing forms of structural brain development facilitated the 
relationship between household poverty and weakened academic performance using 
magnetic imaging scans obtained over five years.  The results of their research were that 
children from low-income households scored lower on standardized tests, which could be 
explained by maturational lags in the frontal and temporal lobes in their brains; 
developmental differences which could affect academic achievement.      
Parental and familial involvement in activities designed to facilitate family 
engagement, as well as parents’ attitudes and expectations for their child’s achievement, 
have been associated with successful student performance in school (Benner, Boyle, & 
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Sadler 2016).  Urban schools in low-income neighborhoods have been continuously met 
with the challenge of familial involvement in students’ education (Hill et al., 2004; Hill & 
Tyson, 2009; Simons-Morton & Crump, 2003).  Epstein’s (2010) guidelines of parental 
involvement include six categories or major types of involvement, from which parents 
could choose any combination of, all of which could aid in the success of students’ in 
schools.  Epstein’s six categories are basic parenting, parents’ facilitation of learning at 
home, communicating with the school, volunteering at the school, participating in school 
decision-making, and collaborating with the community.  Recognizing that families can 
aid tremendously in a child’s success in school, the No Child Left Behind Act (NCLB), 
(2002), is a policy requiring family engagement strategies between school and home 
within urban, suburban, and rural schools.  This policy was designed with the 
understanding that families should be involved in the strategies that promote familial 
inclusion, a critically important role in low-income communities that could promote 
positive student achievement, aiding in narrowing the achievement gap.                      
Credited as being another important component for student success, attendance is 
a factor associated with student underachievement in urban schools.  Gottfried’s (2010) 
study evaluated if student attendance in school affected learning outcomes (GPA, 
standardized reading, and math test performance) in an urban school district, estimating 
the causal impact of attendance on those learning outcomes.  For both elementary and 
middle school students, the results of Gottfried’s study indicated consistent, positive, 
statistically significant relationships between attendance and student academic 
achievement, highlighting the importance of attendance for school success, especially in 
urban, low-income schools.  Decreased attendance yields fewer classroom instructional 
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hours, resulting in poor performance on exams within the same school year (Nichols, 
2003).  For students in low-income, poverty-stricken urban areas, lack of adequate 
attendance could have detrimental effects on their educational and eventual employment 
choices if the pattern of low attendance continues throughout their educational career 
(Gottfried, 2010).  In addition to the academic consequences associated with decreased 
attendance, there are also sociological and economic issues extremely likely to arise for 
students’ in urban school districts, related to both increased and decreased attendance 
(Broadhurst, Paton, & May‐Chahal, 2005; Johnson, 2005).  Sociologically, decreased 
attendance rates have been correlated with social isolation and alienation from the school, 
teachers, and peers (Johnson, 2005).  Additionally, risky present and future use behaviors 
such as tobacco, substance, and alcohol usage and abuse are heightened when correlated 
with reduced school attendance (Hallfors et al., 2002; Wang, Bloomberg, & Li, 2005).  
Monetarily, decreased school attendance is correlated with future financial hardships, 
such as limited employment opportunities, unemployment, and other financial hardships 
(Broadhurst, et al., 2005).  Great developmental changes occur during elementary and 
middle school, which could potentially influence the long-term growth of children.  
During these periods, students can either continue healthy development and encouraging 
results, or become disengaged, frustrated, and disinterested in school, which could 
potentially lead to eventual academic failure (Hill & Tyson, 2009).                      
Students in low socioeconomic status, urban schools continue to be the least 
likely to receive a high school diploma (or equivalent degree) and complete college 
(Hattie, 2009).  Teenagers or young adults who have not obtained a high school diploma 
or equivalent or are not registered in school face consequences of failing to graduate from 
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high school and complete college (Greene & Forster, 2003).  Those consequences include 
lower average incomes (U.S. Department of Education, National Center for Education 
Statistics, 2018) and a higher likelihood of incarceration (U.S. Department of Justice, 
Bureau of Justice Statistics, 2018).  According to Harlow (2003), 68% of those 
incarcerated in state prison did not receive a high school diploma.   
Higher unemployment is an additional consequence of dropping out of school.  
The unemployment rate in January 2017 was 7.7% for high school dropouts, an increase 
from 6.9% 10 years prior (U.S. Department of Labor, Bureau of Labor Statistics, 2017).  
Median weekly earnings are increased as educational attainment increases.  For those 
who drop out of high school, their median usual weekly earnings are significantly lower 
than those who pursue college degrees (Chen, 2017).     
Another factor associated with student academic underachievement is test scores.  
In 2018, the New York State Department of Education reported that 966,661 students 
tested in New York State to determine English language arts proficiency levels.  Of those 
assessed, less than half achieved a score of proficient, achieving a score that was 
sufficient for the expectations at their grade level of record.  Of the students tested, 
234,445 (24%) achieved a Level 1 proficiency rating, 295,086 (31%) achieved a Level 2 
proficiency rating, 279,241 (29%) achieved a Level 3 proficiency rating, and 157,889 
(16%) achieved a Level 4 proficiency rating (see Appendix A for additional information 
on the Definitions of Performance Levels).  Of the 373,036 students classified as non-
economically disadvantaged, 226,403 (61%) scored proficient on the English language 
arts assessment, while 593,625 economically disadvantaged students achieved a 
proficiency level of 35%.  In the same year, 931,449 students tested in New York State to 
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determine mathematics proficiency levels.  Of those assessed, 414,857 (45%) were 
proficient, 282,460 (30%) achieved a Level 1 proficiency rating, 234,132 (25%) achieved 
a Level 2 proficiency rating, 221,419 (24%) achieved a Level 3 proficiency rating, and 
193,438 (21%) achieved a Level 4 proficiency rating.  Of the 352,468 students classified 
as non-economically disadvantaged, 217,513 (62%) scored proficient on the mathematics 
assessment, while 578,981 economically disadvantaged students achieved a proficiency 
level of 34%.   
Referring to schools located in Upstate and Downstate New York, the “Big 5” 
cities, (New York City, Buffalo, Rochester, Syracuse, and Yonkers), all face considerable 
challenges dealing with the socioeconomics of students and families.  New York State 
data shows trends in the dismal performance of the students within these districts in 
English language arts and mathematics performance.  To address this trend, urban school 
districts are implementing initiatives to recruit and hire teachers with certain 
demographics to improve student performance.  The significant diversity disparity 
between teachers and students is one reason school districts believe that students perform 
so adversely (Villegas & Davis, 2007).  Audacious attempts have been made to narrow 
the diversity gap between teachers and students.  Although programs such as Teach for 
America and The New Teacher Project (TNTP) recruit specifically for minority 
candidates to fill teaching positions in urban, inner-city schools, student performance and 
testing data have proven that this specific recruitment effort is not increasing proficiency 
amongst students that attend those schools (Laczko-Kerr & Berliner, 2002).  There is 
little to no evidence that the demographics of the teachers who are being recruited are 
correlated to increased student performance (Dee, 2004), therefore, the researcher 
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gathered data to determine whether there is a statistical significance between teacher 
demographics, specifically, gender and ethnicity, and student academic performance.  
There is no way to directly connect specific teacher demographics and student academic 
performance.  Additionally, there is not a widely accepted, uncontroversial, research-
based definition of student performance; it could be based on many factors (state testing 
scores, report cards, etc.).  For this reason, the researcher is substituting student 
performance with students’ self-reported levels of self-efficacy and seeking to find out if 
there is statistical significance between teacher gender and ethnicity and students’ self-
reported self-efficacy levels, yielding an increase in student academic performance in 
school.  It has already been established through Bandura’s (1977) research that the higher 
the level of self-efficacy, the higher the level of academic performance.        
The research established, through a literature review of theory, that self-efficacy 
is significantly correlated with academic performance.  The collection and analysis of 
data sought to determine that if teacher gender and teacher ethnicity were statistically 
significant with the level of self-efficacy in students, those specific demographics could 
affect student academic performance.  For this study, the researcher’s null hypotheses are 
that fourth and fifth grade teacher gender and ethnicity are not significantly correlated to 
student’s self-efficacy, therefore, they are not significantly correlated with student 
academic performance. 
Theoretical Rationale 
This dissertation study utilized Bandura’s (1977) social cognitive theory as the 
theoretical framework for exploring if a relationship existed between teacher gender, 
teacher ethnicity, and student academic performance.  Specifically, within the social 
 
13 
cognitive theory, the concept of self-efficacy provided cohesion to this dissertation study 
by connecting the concept of self-efficacy to performance.  The concept of self-efficacy 
was used to determine if there was a statistical significance between specific teacher 
gender, teacher ethnicity, and academic performance of fourth and fifth grade students in 
urban schools.  
Developed in 1986 by Albert Bandura, the social cognitive theory suggests that 
learning occurs in a social context with a self-motivated and shared collaboration of the 
individual, atmosphere, and behavior.  Bandura emphasized that humans are adaptive and 
varied in the way they live and exercise reason and that these capacities enable people to 
have some degree of control over their lives.  The theory further emphasized that people 
do not only react to environmental stimuli, but they dynamically seek and construe 
information and “what people think, believe, and feel affects how they behave” (Bandura, 
1986, p.25).  The exclusive feature of social cognitive theory is the emphasis on social 
influence and its stress on internal and external social reinforcement, suggesting that 
there is no direct effect on human behavior due to factors such as socioeconomic status 
and educational and home environments.  This divergent route of our psychological 
discipline is a part of the social cognitive theory that attempts to understand what governs 
human functioning.  People are responsive, purposive, and make decisions with intent.  
When given tasks, they act consciously to achieve their desired outcome rather than 
simply experience outcomes based on factors that are out of their control, such as 
socioeconomic status, education, and home environments.  During Bandura’s 
experiments, participants attempted to figure out what was desired of them by 
constructing theories and thoughtfully testing their competence by accessing the 
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consequences of their actions, setting individual goals, and inspiring themselves to 
achieve in ways that please or impress others or bring self-satisfaction (Bandura, 2001).    
One of the key tenets of social cognitive theory is self-efficacy, a model that 
highlighted that human behavior changes can be achieved through self-reverent thought.  
Bandura (1977) defined self-efficacy as the personal judgments of one’s capabilities to 
organize and execute courses of action to attain specific educational performances.  
According to this model, a person’s efficacy expectations (personal belief in the ability to 
successfully perform any given behavior), can be created or strengthened through 
modeling, exposure, persuasion, and anxiety reduction.  Four information sources provide 
the framework for Bandura’s (1977, 1982, 1986) tenet of self-efficacy: performance 
accomplishments, vicarious experiences, verbal persuasion, and emotional arousal, all 
critical components in aiding a person in developing their efficacy expectation.       
It was proven through Bandura’s research that self-efficacy is positively 
correlated with student academic achievement, also prevalent in the results of a meta-
analysis conducted by Multon et al. (1991).  The results of that meta-analysis revealed 
that there were positive and statistically significant correlations between self-efficacy 
beliefs and academic performance.  Schunk (1981, 1985), focusing exclusively on the 
acquisition of intellectual skills in younger students, presented a motivated learning 
model that played a central theoretical role in self-efficacy.  Schunk suggested that 
children develop efficacy and outcome expectations (the expectation that certain 
behaviors will yield certain results) for varied mental assignments as a direct result of 
their skills and past academic experience.  These expectations are assumed to impact the 
motivation of the students (i.e., expenditure on effort and persistence in tasks), which, in 
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turn, helps to determine results.  Feedback provided to students’ after their performance 
then continuously influences consequent efficacy and outcome expectations.  Vast 
amounts of research have supported the connections between children’s self-efficacy 
beliefs, inspiration, and academic performance (Brady-Amoon & Fuertes, 2011; 
Chemers, Hu, & Garcia, 2001; Lent, Brown, & Larkin, 1984). 
Statement of Purpose 
Although equitable education is the responsibility of a school district, many 
uncontrolled factors place urban school students at an educational disadvantage when 
compared to their elite peers.  Within New York State, urban, inner-city school districts 
located in poverty-stricken areas struggle with demonstrating that all students have made 
reasonable academic gains on standardized tests (NYSED, 2018).  Many factors 
contribute to the underachievement of students located in urban, inner-city 
neighborhoods.  Socioeconomic status and factors pertaining to school are among the 
reasons for academic underachievement.  School districts contain a culturally and 
linguistically diverse student population.  The education community continues to face the 
imperative issue of how to meet their academic needs.  The purpose of this quantitative 
study was to determine if statistical significance existed between teacher gender, teacher 
ethnicity, and student academic performance through self-reported self-efficacy within 
fourth and fifth grade classrooms in urban schools.  Within this dissertation study, 
ethnicity, relating to teachers and students, was defined as “White or Non-White.” 
Raising awareness of, and initiating conversations around student perception of 
teacher gender and teacher ethnicity, that aid in their success within urban classrooms 
could assist in identifying effective ways to serve urban, at-risk learners.  
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Null Hypotheses     
Null hypotheses involving gender, ethnicity, and levels of self-efficacy guided the 
quantitative study.  Utilizing a confidence interval of p < .05, several null hypotheses 
served as the basis for the quantitative study. 
H1.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender of their teacher and the self-reported self-efficacy level of students. 
H2.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender of their teacher and the self-reported self-efficacy level of students. 
H3.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the ethnicity of their teacher and the self-reported self-efficacy level of students. 
H4.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the ethnicity of their teacher and the self-reported self-efficacy level of students. 
H5.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender and ethnicity of their teacher and the self-reported self-efficacy level 
of students. 
H6.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
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between the gender and ethnicity of their teacher and the self-reported self-efficacy level 
of students.  
Potential Significance of the Study 
Hernandez (2011) reported that 22% of students who live in poverty do not 
graduate from high school, compared to 6% of those who have never been poor.  If a 
student has spent more than ½ of their childhood living in poverty, that number rises to 
32%.  Statistics such as these have prompted federal legislation, such as the No Child 
Left Behind Act of 2001 (NCLB, 2002), to enforce increased school accountability for 
student academic performance with a focus on standardized achievement tests.  Although 
federal mandates have been enforced, there continue to be uncontrolled factors that widen 
the achievement gap and influence the academic performance of students in inner-city 
schools.   
Urban school districts should continue investing in efforts to close the 
achievement gap between students who reside in poverty-stricken neighborhoods and 
their leading academic counterparts.  School districts could do this by focusing on student 
needs, student choice, and student perception of specific teacher demographics that aid in 
their success in the classroom.  Information gleaned could eventually result in targeted 
recruitment practices based on student preference for academic success.  If students are 
given the ability to give their perspective on what teacher demographics assist them in 
being productive in school, those desired teacher demographics can be targeted by 
teacher preparatory programs and school districts in an attempt to ensure student success.  
School districts could address the issue of lagging student academic performance by 
redirecting their recruiting efforts.  Currently, school districts located in urban 
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neighborhoods recruit educators with the intent of hiring teachers with specific 
demographics to teach in urban schools (Bireda & Chait, 2011).  NYS data has proven 
that this recruitment effort has not generated vast amounts of students who score 
sufficiently for the expectations at their grade level of record on neither English language 
arts nor mathematics standardized tests.   
This dissertation research could have an impact on teacher preparation program 
recruitment practices.  Colleges could assist in elevating academic performance levels in 
urban schools by recruiting pre-service teachers with specific demographics based on 
student perception of the teacher demographics that aid in their success in school.  If 
colleges are aware of the specific teacher demographics students feel enables them to be 
more productive and achieve academic success, this information can aid colleges in 
recruitment efforts.  Hence, this dissertation research has significance for higher 
education recruitment practices.   
This dissertation research also has the potential of either having a direct impact on 
student performance or assisting school districts in redirecting resources to other 
initiatives that may have a specific effect on student academic performance.  
Furthermore, this knowledge could assist in informing the policymaking of school district 
leaders in ways to narrow, or eliminate, the achievement gap between urban and high 
performing schools. 
Definitions of Terms 
The terms below provide definitions for the manner the terminology is used 
within the scope of this dissertation study.  
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Poverty (official measure) - The U.S. Census Bureau uses a set of money income 
thresholds that vary by family size and composition.  A family, along with each 
individual in it, is considered poor if the family’s total income is less than that family’s 
threshold.  The poverty thresholds do not vary geographically and are adjusted annually 
for inflation using the Consumer Price Index.  The official poverty definition counts 
money income before taxes and does not include capital gains and non-cash benefits 
(such as public housing, Medicaid, and food stamps) 
Status dropout rate - The percentage of civilian, noninstitutionalized young 
people ages 16–24 who are not in school and have not earned a high school credential 
(either a diploma or equivalency credential such as a GED certificate. 
Efficacy expectation - the belief that one can successfully perform whatever 
behaviors are necessary to yield a successful outcome in each situation 
Outcome expectancies - the expectation that certain behaviors will yield certain 
results  
Performance Mastery Experiences – previous success with a task 
Physiological States – the emotional arousal a learner experiences and how they 
identify that arousal 
Self-efficacy - a person’s belief in the ability to produce desired results by their 
actions 
Verbal Persuasion – the impact that others’ experiences can have on the learner; 
when a person is led through suggestion into believing that they can cope successfully 
with what has overwhelmed them in the past 
Vicarious Experiences – observing others’ experiences with a task  
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Chapter Summary 
Many factors put urban, city school students in an underprivileged, educationally 
disadvantaged position relating to overall academic achievement.  Extensive research has 
shown those factors continue to affect the daily academic performance of students in 
school.  Student academic underachievement has triggered school districts to invest 
significant amounts of money into recruitment initiatives attempting to address student 
performance in urban schools, but data has shown that students living in urban 
environments, that attend urban schools, continue to underachieve in comparison to their 
elite peers.  Urban student underachievement must be addressed.  Students attending 
urban schools should be provided with optimal learning environments to be more 
productive in school.   
This dissertation study was informed by the social cognitive theoretical 
framework, specifically, self-efficacy.  Extensive research has shown a connection 
between self-efficacy and academic performance.  Though an abundance of research 
positively correlates student achievement and self-efficacy, research has not suggested 
that there is statistical significance between self-efficacy, teacher gender, and teacher 
ethnicity, which could prove pivotal to shift academic underachievement in urban 
schools.  This study was intended to address self-reported self-efficacy levels of students 
in urban fourth and fifth grade classrooms and teacher gender and ethnicity, which could 
ultimately lead to greater student success in urban schools.  Specifically, within the social 
cognitive theory, the concept of self-efficacy provided cohesion to this dissertation study 
by connecting the concept of self-efficacy to academic performance.  Self-efficacy was 
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used to determine if statistical significance existed between teacher gender and ethnicity 
and academic performance of fourth and fifth grade students in urban schools. 
All students can develop and/or excel academically by exploring ways in which 
they individually learn, by honing in on their intellectual skills, and when schools provide 
intellectual support(s) and resources.  Potentially, school districts could recruit specific 
teachers’ students feel they need to be successful in school by listening and reacting to, 
student voice, which was the focus of this dissertation study.   
Chapter 2 contains a synthesis of significant research literature, specifically, the 
concept of self-efficacy and the state of affairs in urban schools relating to some of the 
significant factors that contribute to academic underperformance.  Chapter 3 describes the 
research design methodology used to respond to each research hypothesis.  Chapter 4 
presents the findings of the research.  Chapter 5 discusses the results of this dissertation 
study, a discussion of the implications of the findings, and recommendations for further 
research and practice. 
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Chapter 2: Review of the Literature 
Introduction and Purpose 
Urban students’ academic performance and achievement outcomes are dependent 
upon the synergy of all aspects of their academic environment, including essentials such 
as the quality of their academic content and the preparedness of their teacher.  This is 
especially important when assessing the preparedness and qualifications of teachers who 
work in urban, high-need environments (Eckert, 2013).  
This literature review is organized into four sections to provide overviews of the 
research.  The first section introduces Albert Bandura’s theory of self-efficacy as it 
relates to performance.  The second section summarizes the state of affairs in urban 
schools.  The third section provides an overview of teacher recruitment practices in urban 
schools and the fourth section discusses practices related to teacher preparation.  Finally, 
this chapter closes with a summary statement. 
Self-Efficacy Theory  
Learning retained due to replication and observation is known as social or 
observational learning and was originated by Albert Bandura.  One of the pivotal 
experiments related to the social cognitive theory was Bandura’s “bobo doll experiment” 
(Bandura, Ross, & Ross, 1961).  During this experiment, children watched as an adult 
pummeled, repeatedly kicked, and used verbal aggression toward a plastic, blown up 
bobo doll.  The adults who abused the dolls exposed the children to aggressive and non-
aggressive comments.  Dependent upon the level of aggression the children were exposed 
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to, the children mimicked that behavior.  If the adult hitting the bobo doll exposed the 
child to high levels of aggression, the child was more likely to exhibit that same behavior 
when placed in a room alone with the doll.  At times, they invented additional ways to 
hurt the doll.  The children who were less exposed to the abuse of the bobo doll modeled 
that behavior as well, however, they displayed less aggression towards the doll.   
Modeling behavior is part of the premise of the theoretical framework of self-
efficacy.  Self-efficacy is an element of Albert Bandura’s social cognitive theory that 
examines changes yielded in fearful and avoidant behavior (Bandura, 1977).  Bandura 
defined self-efficacy as an individual’s belief in their ability to complete tasks that are 
essential for the completion of a particular goal(s).  This theory assumes that any form of 
a psychological procedure can serve to create and strengthen a “can do” attitude in 
people, known as personal efficacy.  The theory of self-efficacy is assessed by its ability 
to calculate and predict social/behavioral changes when different methods of treatment 
are applied to different situations.              
So that the two concepts are not entwined, Bandura specifically noted that 
“outcome expectancies” and “efficacy expectations” are two completely different 
concepts.  Outcome expectancies are the expectation that specific behaviors will yield 
specific results.  An efficacy expectation is the confidence that one can positively 
perform whatever behaviors are necessary to yield a successful result in a situation.  
Based on Bandura’s (1977) theory, these two concepts are differentiated because if an 
individual has enough doubt that they cannot perform a certain action that will produce a 
certain outcome, they will not perform the action based on the doubt.  Individuals will 
attempt to conquer situations they do not fear.  They will avoid intimidating or 
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threatening situations or those that they cannot cope with or conquer but will entertain 
any activity they can engage in successfully.   
Bandura further explained that efficacy expectations determine what activities 
individuals are willing to engage in, how much effort individuals are willing to distribute 
to the activity, and how long they are willing to disburse that energy into challenging 
situations and obstacles.  Therefore, if higher levels of self-efficacy are present, the 
person exerts more effort.  Lent et al. (1984) study sought to find a correlation between 
self-efficacy expectations and academic achievement, persistence, and success in 
pursuing science and engineering college majors.  There were 42 undergraduate students 
who participated in the study by completing a Likert-style survey.  Participants had to 
estimate how confident they felt they were in their ability to complete specific 
educational requirements and job duties.  Results of the researchers study revealed that 
participants who reported higher rankings in their ability scored higher grades and 
persisted longer in the college program, which they expected of themselves.  Those not as 
confident in their ability rated themselves as having lower efficacy expectations and, 
therefore, had lower grades and shorter longevity in the college program.       
Bandura (1977, 1982, 1986) encompassed the self-efficacy theory into four 
information sources: performance accomplishments, vicarious experiences, verbal 
persuasion, and emotional arousal.  These four information sources are critical in helping 
an individual develop their efficacy expectation.          
One of the more influential sources of efficacy information is performance 
accomplishments.  Bandura’s (1977, 1982, 1986) personal mastery experiences are 
especially important in this information source since personal successes raise mastery 
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expectations.  These expectations are lowered with repeat failures.  Once an individual 
has experienced repeat success, the negative implications associated with failure are 
reduced and that individual is likely to perform similar tasks.   
Another noted information source is vicarious experiences.  Bandura believed that 
if an individual witnessed another individual perform a threatening activity without 
consequences, they too can perform that same task if they try harder and are persistent 
enough, even if the slightest improvement is made.  The opposite is true as well.  An 
individual will not even attempt a task if they witness the failure of another individual 
attempting to perform the same task.  Bandura highlighted that this information source is 
less dependable than personal accomplishments since modeling is not enough 
information to determine one’s capabilities.  Any individual can change their mind about 
attempting a task if they witness another individual’s failure.  
Verbal persuasion is the third information source within Bandura’s self-efficacy 
theory.  Like the vicarious experience’s information source, Bandura believes that verbal 
persuasion is another one of the weaker information sources due to its inauthenticity.  
Although verbal persuasion is widely used and available if an individual has a long 
history of failures and the inability to cope with those failures, any verbal persuasion 
offered to the individual can quickly be extinguished by their thoughts of previous 
failure(s).   
The last information source in Bandura’s self-efficacy theory is emotional 
arousal.  When individuals experience a stressful or taxing situation, they generally elicit 
emotional arousal that can have bearing on whether they can complete a task.  The 
information provided when a person is emotionally aroused can influence an individual’s 
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self-efficacy.  High arousal generally cripples performance while low arousal triggers an 
expectation of success (Bandura, 1977, 1982, 1986)).  Though not always the case, 
individuals may experience failure if they are tense, anxious, and agitated about a task.   
These four information sources provide the framework for Bandura’s self-efficacy 
theory.  The four frames can affect an individual’s performance successfully or 
negatively.  Bandura’s self-efficacy theory is one of many that can be tied to student 
performance in academia. 
Support for self-efficacy theory. Research has supported self-efficacy and the 
theory has been used as a lens or as a glue in scholarly research across various 
disciplines.  Chemers et al. (2001) as well as Brady-Amoon and Fuertes (2011), among 
other researchers and theorists, have proven that there is a strong statistical correlation 
between the theory of self-efficacy and academic performance.  In both studies, data from 
college undergraduates were examined to find the effects of self-efficacy and 
performance.  Additionally, in both studies, there was a positive correlation between 
academic self-efficacy and performance.   
Dwyer et al. (2012) studied health and self-efficacy.  The study measured barriers 
to moderate and vigorous physical activity measured by using the Self-Efficacy to 
Overcome Barriers to Physical Activities Scale (SOBPAS).  Their statistically significant, 
multidimensional results suggest that the scale used to measure self-efficacy is a valid 
and reliable tool to measure barriers which can be overcome concerning overall health 
and physical activity.    
Self-efficacy was used to measure reading performance for culturally and 
linguistically diverse students in Kelley, Siwatu, Tost, and Martinez’s (2015) study.  The 
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participants of this study were Hispanic or multiracial students with Hispanic origins.  
The findings of their research imply that culturally responsive teaching and learning 
increases reading self-efficacy beliefs.  Students with Hispanic origin had increased 
levels of self-efficacy when they engaged in culturally familiar reading tasks.   
Employing a meta-analytic research method, Moritz, Feltz, Fahrbach, and Mack 
(2000), studied the relationship between self-efficacy in exercise and performance in 
sport.  The meta-analysis used different tasks and measures to verify if self-efficacy could 
be used as a reliable predictor in sports performance.  Among all task indicators tested, 
the tasks relating to self-efficacy had the largest correlations with sports performance.  
The results indicated there is a significant correlation between self-efficacy and 
performance in sport. 
Self-efficacy in academia is essential to academic success (Lent et al., 1984).  
McMahon, Wernsman, and Rose (2009) sought to determine if there was a correlation 
between classroom environment and school belonging to academic self-efficacy.  This 
study involved a heterogeneous group of fourth and fifth graders from a West Coast 
school who provided data from student self-report self-efficacy surveys to determine if 
grade or school and sense of belonging were significantly related to self-efficacy.  
Significant positive correlations suggested that classroom and school environments were 
correlated with academic self-efficacy and student outcomes.  
Criticisms of self-efficacy theory. Scholars have supported the theory of self-
efficacy, but the theory has also been met with scrutiny.  Some scholars have not fully 
supported the theory and have criticized it, citing that participants’ performance in any 
activity attributed to self-efficacy may not be due to a current, situational “can do” 
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attitude, but rather, successful past performance, in any process, that generates success in 
participants (Vancouver, Thompson, Tischner, & Putka, 2002; Vancouver, Thompson & 
Williams, 2001).  Furthermore, this criticism suggests that current performance is related 
to successful past performance, not a current situational attitude.  Vancouver et al. (2001) 
also concluded that biased perceptions are present when cross-sectional data is the only 
predictor of successful performance by participants.   
The contention is also prevalent in George’s (1994) study in which past 
performance was the basis of the study of baseball players.  In this study, past 
performance was a predictor of self-efficacy in most of the baseball games, however, 
baseball players felt they had the “can do” attitude for subsequent games less than ½ of 
the time.  The results of this study reveal that self-efficacy was not a significant predictor 
of subsequent successes.  
State of Affairs in Urban Schools 
In addition to having a high concentration of low socioeconomic status families, 
urban schools are faced with other challenges that contribute to the state of affairs in 
inner-city schools.  Those challenges include parental involvement, student attendance, 
dropout rates, test scores, and recruitment efforts.  Additional factors that contribute to 
the state of affairs are cultural intelligence and urban school teacher preparation and their 
relationship to student achievement.   
Socioeconomic status. Research has proven that an association exists between 
low family income and academic achievement (Gottfried, 2010; Jeynes, 2007; Morrissey, 
Hutchison, & Winsler, 2014).  Sirin (2005) conducted a meta-analysis that reviewed the 
literature on socioeconomic status (SES) and academic achievement.  The study reviewed 
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published and unpublished articles from 1990 and 2000.  Sirin’s study replicated White’s 
(1982) meta-analysis and sought to determine if the relationship between socioeconomic 
status and academic achievement had changed since White’s analysis was conducted.  
Sirin’s study was effectively designed and well implemented.  He took additional 
precautions to examine whether publication bias was present among studies included in 
the meta-analysis and found no significant bias between published and unpublished 
studies.  Sirin’s methodology was sound, ensuring that coding schemas were reliable.  
Effect sizes used in the study were transformed, as needed, to ensure the accuracy of 
population effect sizes.  Effect sizes were converted using Fisher’s Z score 
transformation and weighted to give larger weight to larger samples.  Correlations ranged 
from .005 to .77 for 207 coded correlations, with a mean correlation of .29 (SD = .19), 
and a median of .24.   
The geographic location had a significant moderating effect on the relationship 
between SES and academic achievement found by the Q test of homogeneity where 
Qb(2,26) = 11.62, p < .005).  The average effect sizes by location were (0.28) for 
suburban schools, (0.23) for urban schools, and (0.17) for rural schools.  Although the 
relationship between SES and academic achievement was stronger for students in 
suburban schools when compared to urban and rural schools, the only significant 
difference was found between suburban and rural schools.  In other words, the 
relationship between SES and academic achievement was similar between suburban and 
urban schools and urban and rural schools.  The positive correlation equates to higher 
SES which is associated with higher academic achievement.  Additionally, within this 
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study, SES accounted for 9% achievement in suburban schools, about 5% in urban 
schools, and about 4% in rural schools.   
Academic achievement was assessed in additional studies that highlighted SES or 
SES along with other variables by various researchers.  Correlational research by 
Goodman, Miller, and West-Olatunji (2012) studied the effects of traumatic stress and 
SES on academic achievement.  The data for their study was comprised of information 
contained in the Early Childhood Longitudinal Study.  A series of design weights were 
used to account for unequal probabilities of selection and nonresponse effects.  The 
results of this study were comparable to Sirin’s study - socioeconomic status positively 
predicted academic achievement.  A mere one-point increase in SES impacted reading 
scores.   
Applying Bronfenbrenner’s biological ecological theory (Bronfenbrenner & 
Morris, 1998), Takashiro’s (2017) study concluded that certain aspects of SES were 
associated with student math achievement negatively.  Using census data and longitudinal 
regression models, a moderately designed study by Owens, Reardon, and Jencks (2016) 
concluded that income segregation between school districts grew by about 17% between 
school districts.  Also, families with income in the bottom 20% of the income distribution 
reside near people with similar incomes, and therefore, only have access to less affluent 
schools.      
Studied by Bryan et al. (2012), SES and school bonding is another well-designed 
study using data that was captured by the U.S. Department of Education’s National 
Center for Education Statistics (2018).  Hierarchical and regression analyses were used 
for data analysis.  Some of the effects in this study might be confounded because 
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demographics were not accounted for at a higher level.  The researchers held 
demographics constant and accounted for other variables.  The demographics accounted 
for 18% of the scores, being female or African American, which equated to a low level of 
academic achievement.  Within this study, students who attended Catholic schools and 
whose families had high socioeconomic status had high academic achievement.  This 
study used three models (blocks) and Aneshensel’s (2002) Elaboration Model to reduce 
or eliminate associations between models after simple regression analyses then 
hierarchical regression analysis was conducted.   
Also employing regression analysis, Neild and Balfanz (2006) used data from 
school district databases to conclude that large high schools in particular residential areas 
are comprised of students who are at a higher risk of not receiving a high school diploma.  
Their research concluded that eighth grade test scores and failed courses increase non-
promotion in ninth grade by 16% and each 1%-point increase in the eighth grade 
attendance rate decreases the odds of non-promotion by 4%.   
Researchers Dai, Tan, Valtcheva, Pruzek, and Shen (2012) also speak to the issue 
of socioeconomic status.  Their moderately designed study that used image factor 
analysis with varimax rotation concluded that in all categories researched, high SES 
schools outperformed low SES schools when associated with socioeconomic status and 
creativity.  As reported by the researchers, the high SES school studied had a wider range 
and a higher mean.  Results of their research showed that the two independent sample t 
statistic was found to be statistically significant, t(181) = -6.85, p < .05; d = -1.02.  This 
shows that it is statistically significant, p < .001.  This is a very large effect size, and 
therefore, the groups can be easily differentiated.  The factor analysis was done with SES 
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as one of the predictor variables and academic achievement as a dichotomous outcome 
variable.  The analysis revealed that the students could be placed in the high or low 
achievement groups with SES as a predictor.   
Fergusson, Horwood, and Boden (2008) discovered similar findings in their 
research.  They concluded that as the level of SES declined, the levels of educational 
attainment sharply declined as well.  The product-moment correlation between SES at 
birth and achievement at age 25 was -.43, (p < .0001).  The correlation of -.43 proved that 
as an individual gets poorer, their achievement declines, and in this study, the decrease in 
student achievement happened much faster than anticipated.   
Parental involvement. Hill and Tyson (2009) conducted a meta-analysis that 
aimed to determine if a correlation existed between parental involvement and academic 
achievement among middle school students, intending to synthesize results of relevant 
literature to reveal the extent to which parental involvement is related to academic 
achievement in middle school.  The three types of parental involvement that were 
included in the study analyses were: school-based involvement (attending parent-teacher 
meetings, volunteering at school), home-based involvement (homework assistance, 
visiting a museum, etc.), and academic socialization (parents’ educational goals and 
expectations for their children).  There were 50 empirical studies analyzed and efforts 
were made to include published and unpublished reports and articles.  Additionally, 
efforts were made to ensure reliable data collection and coding for the studies included in 
this analysis.  Qb statistic was used to determine whether the groups of effect sizes for 
each type of parental involvement differed from each other.  The correlations ranged 
from -.49 to .73.  Certain types of parent involvement resulted in lower student 
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achievement and certain parental involvement resulted in higher student achievement.  
The average weighted correlation across the 32 independent samples was r = .18, 95% CI 
[0.12, 0.24], Q(31) = 1,581.10,   p ˂ .0001.  This shows that the result of parent 
involvement was statistically significant.  Results indicated an overall positive and 
significant relationship between parental involvement and academic achievement among 
middle school students.  Parental expectations were a key component across many of the 
meta-analyses reviewed.  The degree of parental expectations for their child had a 
remarkable effect on student success in school.  The results of this specific area of 
parental involvement are congruent with other meta-analyses highlighted in this paper, 
(Fan & Chen, 2001; Jeynes, 2007).  Relationships between school-based involvement and 
academic achievement, academic socialization, and academic achievement were positive 
and significant.  Results further indicated no relationship between home-based 
involvement and academic achievement.  The relationship between academic 
socialization and academic achievement was stronger than the relationship between 
school-based involvement and academic achievement.  Furthermore, results showed that 
the relationship between school-based involvement and academic achievement was 
stronger than the relationship between home-based involvement and academic 
achievement.  The type of parental involvement had an increase or decrease in student 
achievement because some had a negative effect, others had a positive effect.    
Castro et al. (2015), conducted a meta-analysis examining the relationship 
between parental involvement and academic achievement among studies of kindergarten, 
primary, and secondary school students.  This meta-analysis aimed to answer two 
questions: (a) What is the strength of the relationship between parental involvement and 
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academic achievement? (b) What are the potential characteristics of studies that moderate 
the effects of the relationship?  A measure of global parental involvement, as well as 
numerous subtypes of parental involvement, were used in this analysis.  There were 39 
empirical studies used in this analysis.  Efforts were made to include all relevant studies, 
including published and unpublished studies.  Additionally, efforts were made to ensure 
reliable data collection and coding for the studies included in this analysis.  The effect 
size was calculated from the transformation of Fisher’s correlation coefficient.  The 
average effect size for all studies was .124, which is statistically significant at a 
confidence interval of 99%.  This corresponds to an alpha of .01 and even at this stringent 
level, the information maintained statistical significance.  The largest effect was linked to 
parental expectations.  The mean effect size was .224.  Study results demonstrated that 
parental models based on general supervision of students’ educational activities were 
associated with higher academic achievement.  This relationship was small and 
significant.  The relationship between parental supervision of homework and academic 
achievement was not significant.  The relationship between parental attendance and 
participation of school activities and academic achievement was not significant, contrary 
to Hill and Tyson’s (2009) research.  Additionally, analyses found that stronger 
associations were found between parent involvement based on high academic 
expectations and academic achievement.  This relationship was moderate and significant.  
Hill (2015) conducted a meta-analysis examining familial involvement, 
specifically the role of fathers, and students’ academic achievement.  The main goal of 
this study was to examine the relationships between parental involvement in education 
for fathers versus mothers and academic achievement among K-12 students.  This meta-
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analysis addressed the following research questions: (a) What are the overall relations 
between parental involvement in education and student achievement for fathers and 
mothers?  How do they compare to each other?  Are there any significant differences in 
the mean levels of involvement for mothers and fathers?  (b) How does the strength of the 
association between involvement and achievement and mean levels of involvement vary 
across the different types of involvement for fathers versus mothers?  and (c) How does 
the strength of the relationship between involvement and achievement and mean levels of 
involvement vary by child grade level, child gender, and ethnicity for fathers versus 
mothers?  Three types of parental involvement were included in study analyses: school-
based involvement (e.g. attending parent-teacher meetings and volunteering at school), 
home-based involvement (e.g. homework assistance and visiting a museum), and 
academic socialization (e.g. parents’ educational goals and expectations for their 
children).   
There were 53 studies used in this analysis which included 29 published journal 
articles, two published technical research reports, one unpublished conference 
presentation, 19 unpublished dissertations, and one book chapter.  Efforts were made to 
ensure reliable data collection and coding for the studies were included in this analysis.  
The weighted average correlation between father involvement in education and 
child achievement was low at 0.14, 95% CI [0.10, 0.18].  There was a positive correlation 
of 0.14 which indicates that for every unit increase in fathers’ involvement in their child’s 
education, the child’s achievement increases.  In the meta-analysis, the null hypothesis 
states that there was no relationship between parent involvement and student achievement 
and the 95% confidence interval did not contain zero, therefore, we reject the null 
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hypothesis.  This indicates that the effect of parent involvement on student achievement 
could not be explained by randomness itself.  Hill’s (2015) study found the following:  
The null hypothesis, that the relationship between involvement and achievement 
is zero, can be rejected in both cases, because the CI does not include zero.  Based 
on the significant Q statistic for both fathers, Q(32) = 343.37, p ˂ .001; I2 = 90.68, 
and mothers, Q(46) = 518.91, p ˂ .001; I2 = 91.14, we reject the null hypothesis 
that the variance in effect sizes was produced by sampling error alone and 
concluded that there were moderating variables present. Although the overall 
effect size for fathers was smaller than mothers by 0.01, the strength of the 
relationship between involvement and achievement was not significantly different 
between fathers and mothers under the random-effects models, Qb(1) = .10, ns.   
(p. 925).   
Furthermore, results indicated that parental involvement in education was positively 
related to students’ academic achievement, like Hill and Tyson’s (2009) meta-analysis, 
and that relationship was equally strong for mothers and fathers.  
Moderator analyses revealed that stronger relationships between academic 
achievement and school-based involvement and intellectual enrichment were stronger for 
mothers.  For mothers and fathers, the relationship between help with homework and 
excelling academically was insignificant.  Additionally, academic socialization was the 
greatest predictor of academic achievement, regardless of students’ age and grade level, 
and was the same for fathers and mothers.  Furthermore, regardless of mother or father 
involvement, the relationship between parent participation and academic success was not 
moderated by gender. 
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Jeynes (2007) conducted a meta-analysis examining the relationship between 
parental involvement and academic achievement among urban secondary school students.  
The purpose of this study was to determine the relationship between parental 
participation in their children’s educational processes and experiences of their children 
among urban families.  This meta-analysis addressed the following questions: (a) Can 
parental involvement really improve the educational outcomes of urban children? (b) Do 
school programs of parental involvement positively influence urban students? (c) What 
aspects of parental involvement help those students the most? (d) Does the relationship 
between parental involvement and academic achievement hold across racial groups? 
There were 52 studies selected for this analysis, of which 39 were empirical.  Efforts 
were made to include all relevant studies, including published and unpublished studies, as 
well as to ensure reliable coding/data collection for the studies included in this analysis.  
Effect sizes were somewhat higher for studies that did not use controls.  For the studies 
that did not use controls, the overall effect size was .53 (p < .0001) of a standard 
deviation versus .38 (p < .05) for those studies that did use controls.  For overall 
academic achievement, the effect size for parental expectations of student success in 
school was .88 (p < .0001) of a standard deviation.  These results were consistent across 
the research articles studied which yielded narrow confidence intervals.  The results 
suggested that overall parental contribution was significant and positively related to 
academic achievement, just as Hill (2015) and Hill and Tyson (2009) concluded.  Results 
also indicated that school programs containing parental involvement were significant and 
positively linked to academic achievement.  The association between parental 
involvement and academic success was stronger than the relationship between school 
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programs devoid of parental involvement.  Additionally, different facets of parental 
involvement, specifically parental styles, and parental expectations, had stronger positive 
relationships with academic achievement. 
The results of the meta-analyses analyzed were consistent with an overarching 
theme – parental involvement has a strong correlation to student academic performance.  
Attendance. Roby (2004) researched the effect of attendance on student 
achievement.  Grades 4, 6, 9, and 12 showed moderate positive relationships between 
student achievement and student attendance.  Correlational study results reflected 
positive relationships between student achievement and student attendance.  The 
Pearson’s r correlation statistic for each grade level proficiency test averages and 
building student attendance were as follows: fourth: .57, 6th: .54, 9th: .78, and 12th: .55.  
Results were considered significant at the 0.01 confidence level and the results were 
significant at each grade level comparison.  Roby’s emphasis on student attendance links 
him, conceptually, with Gottfried (2010) who also sought to find a causal impact between 
student attendance and achievement in urban schools.  Positive, statistically significant 
relationships between attendance and achievement for both elementary and middle school 
students were consistent in Gottfried’s research just as it was in Roby’s (2004) study. 
Dropout rates. Rumberger and Palardy’s (2005) nonrandom selection study, 
based on questionnaire data, investigated relationships among four measures of high 
school student performance: test scores, dropout rates, transfer rates, and attrition rates.  
Results showed academic achievement in the four academic subjects increased by 7.85 
points over four years of high school, mainly between sophomore and senior years of 
high school.  The dropout rates averaged 7%.  The results further suggest that the high 
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school a student attends is highly associated with how much is learned while there.  This 
could affect their chances of graduating, which is closely aligned with academic 
underachievement.  Within the study, student SES had a statistically significant effect on 
student learning (ES = .027) and a large, significant effect (ES = -.610) on the dropout 
rate.  Low SES resulted in low student learning and low SES resulted in a higher dropout 
rate.  
Lee et al., (2011) examined the association between dropout rates and suspension 
in their research study.  Like Bryan et al. (2012) and White et al. (2016), Lee et al., 
(2011) analyzed research data using hierarchical regression analysis using schools as the 
unit of analysis.  Results showed that high suspension rates were equivalent to high 
dropout rates with the average dropout rate ranging from 0%-30.7% (M = 2.7%, SD = 
2.8%).  The authors further found that whole-school dropout rates were positively 
correlated to the proportion of students in the low SES status category who receive free 
or reduced lunch, (r = .29, p < .01).  Within this study, schools that had a higher 
percentage of students receiving free or reduced lunch, (β = .19, p < .01).  
Research conducted by Lee and Burkam (2003) focused on high school dropout.  
This research sought to explore the school's influence on dropping out of school using 
multi-level analysis.  The results of this study highlighted the need for smaller school 
enrollment per school and specifically refers to the types of courses offered in school that 
would keep students in school.  Their research found that if schools registered less than 
1,500 students those enrolled were more likely to remain in school.  Positive relationships 
between students and teachers was another finding that resulted from fewer student 
dropouts.  The researchers hypothesized lower socioeconomic status was correlated with 
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the likelihood of dropping out of school.  Using data from the High School Effectiveness 
Study (HSES) and analyzing data using a multilevel analysis strategy, the researchers 
tested continuous variables with t-tests.  The difference in variables for tested for 
statistical significance with one-way analysis of variance (ANOVA).  In the restricted 
sample of data used from the HSES, the results indicated that 5% (179 students) dropped 
out between the end of tenth and twelfth grades.  Both SES and academic backgrounds 
were both strong indicators of dropout.   
Like Lee and Burkam’s research, Hirschfield conducted a study in 2009 that 
explored dropout, but as it related to juvenile arrest.  In this study, random assignment 
was not possible.  For this reason, the researcher used multilevel logistic regression 
analysis to examine the effect of arrest during the first 2 years of high school on dropout 
rates.  The results of this study showed that arrestees were 9.65 times more apt to drop 
out of high school.  If a male pupil was arrested during Year 1, the odds of early dropouts 
are doubled.  Female students who had been arrested were no different from the males in 
their odds of early dropout (n = 92; odds ratio = 0.836).  The odds in favor of dropping 
out are 0.836 for students who are arrested in their first year.   
Test scores. Research conducted by White et al. (2016) considered the impact of 
SES on test scores.  Accessing data from 452 schools from the New Jersey Department of 
Education Report Cards online database and using hierarchical regression analysis, this 
body of research concluded that for every 10% increase in free or reduced lunch there is a 
5% decrease in language proficiency.  Additionally, Pearson’s r correlation was 
calculated for variables in the study.  The calculations revealed that low SES is 
significantly related to school reasons such as class size (r = -0.46, p < .001) and math 
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achievement (r = -0.87, p < .001).  This indicates that students who come from low SES 
backgrounds have larger class sizes, which can have an impact on teaching and academic 
achievement.  The higher the number of students receiving free or reduced lunch, the 
lower the math scores.  These deficits highlight the dire need for school-level 
interventions to improve academic achievement, but socioeconomic factors affect 
successful interventions to narrow the academic achievement gap.   
Although the study design differs from White et al. (2016), Sandy and Duncan 
(2010) examined the test score gap between urban and suburban students using an 
ASVAB score from a researcher-created formula.  The ASVAB test score gap between 
the groups studied was 9.12 percentile points based on the equation which was 
statistically significant at the .05 level.  Sandy and Duncan’s study provided another 
compelling argument related to the achievement gap.  The data from their study showed 
that families that are living in poverty are the same families that attend urban schools; the 
schools that contain large populations of students and have overcrowded classrooms.  
ASVAB results also indicate that urban students score 2.7 percentile points below 
suburban students.  An additional conclusion from the researcher is that the issue of 
poverty must be addressed.  Urban schools and urban neighborhoods have heavy 
concentrations of minority and low-income students which are accentuating the problem 
of academic underachievement. 
Recruitment Efforts  
Providing quality education to every student requires competent individuals who 
are willing and able to teach.  Several research findings emerged with a strong degree of 
consistency regarding the need for adequate teachers in urban schools.  Inner-city schools 
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often face difficulty in locating and hiring qualified teachers, (Jacob, 2007).  This 
contributes to the problem of academic underachievement considering that certified, 
qualified, expert teachers could increase student achievement and decrease academic 
underachievement in urban schools (Amrein-Beardsley, 2012).   
Literature suggests that teacher turnover is especially high in urban areas (Boyd, 
Lankford, Loeb, & Wyckoff, 2005).  Explicit efforts must be made to keep teachers in 
urban schools.  Using a four-component model, Synar and Maiden’s (2012) research 
noted how costly it is per year to continuously hire new teachers.  Their findings suggest 
that the cost for replacement of teachers is likely to be higher in urban school districts 
because of increased overall turnover rates.   
Wronowski’s (2018) qualitative research involved individual or focus group 
interviews of participants.  Three major themes emerged from the conducted interviews: 
control by “other” forces (district, state or federal level directives that must be followed 
within the field of education), lack of a supportive and empathetic school administration, 
and burnout.  These themes were factors that would make the interviewees exit the school 
or the teaching profession.    
Ronfeldt, Loeb, and Wyckoff’s (2013) used regression models and extensive 
controls in their research to determine that students do worse in both ELA and math 
where teacher turnover rates are higher.  The effect sizes were somewhat smaller in ELA 
than in math, estimated at between 4.9% and 6.0% of a standard deviation decrease.  
Additionally, grades with teacher turnover experienced lower test scores by 7.4% to 9.6% 
of a standard deviation in math and by 6.0% to 8.3% of a standard deviation in ELA 
when compared to grades that did not experience any teacher turnover at all.   
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The results of the studies mentioned above have all concluded that educator 
turnover has a negative, lasting effect on student achievement, namely, in schools with 
sizeable populations of low-performing students.  Teacher turnover rates in urban schools 
are one reason school districts, colleges, and teacher preparation programs have 
implemented teacher recruitment initiatives to recruit teachers with specific 
demographics to work in urban school districts.  As reflected in nearly every state, there 
is a significant diversity disparity between teachers and students (Boser, 2011).  Villegas 
and Davis (2007) cite this demographic gap as another reason for underachievement in 
urban schools.  Their research highlighted an urgency to recruit racially diverse teachers 
from ethnically diverse backgrounds.  Other scholars have researched bold attempts by 
universities in urban communities to promote diversification in urban areas.  Waddell and 
Ukpokodu’s (2012) research examined one university’s Urban Teacher Education 
Program (UTEP), the program's recruitment practices and retention of graduates from the 
program who work in urban schools.  The university recruiting the teaching candidates 
for the UTEP program is a predominately White institution, but UTEP’s primary goal is 
to recruit diverse pre-service teachers, especially those of color, to teach in urban schools.  
The UTEP program was deliberate and purposefully strategic in their recruitment efforts 
targeting candidates of color, “candidates with urban school experiences,” “candidates 
with a professed desire to teach in urban communities,” and those with experiences 
working with diverse populations of students” (Waddell & Ukpokodu, 2012, p.17).   
Recognized as one of the most selective alternative certification programs in the 
country, Teach for America aims to recruit vast amounts of minority teachers to prepare 
those prospects to become urban educators.  Relationship building is attributed to the 
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success of Teach for America in recruiting minorities, particularly African American, 
pre-service teachers (Bireda & Chait, 2011).   
The New Teacher Project (TNTP) tailors fellowship programs for districts in 18 
cities, recruiting specifically for minority candidates, attempting to close the achievement 
gap between minority and White students.  The program creates marketing campaigns 
that are likely to resonate with potential candidates, including personal messages that 
mention the communities that potential candidates are from or that they are familiar with 
(Bireda & Chait, 2011).   
The Urban Teacher Enhancement Program is a teacher preparation program that 
collaborates with school districts to recruit candidates to teach in high-needs areas 
determined by participating school districts.  The Urban Teacher Enhancement Program 
specifically seeks to recruit minority candidates by seeking referrals from administrators 
and sending direct mailings to prospective candidates.  Roughly 70% of the program 
participants are African American (Bireda & Chait, 2011).  
North Carolina Teaching Fellows Scholarship Program is another fellowship 
program aimed at recruiting “higher proportions of minority and male candidates” 
(Bireda & Chait, 2011, p.17).  Similarly, Teach Tomorrow in Oakland strives to recruit 
and retain pre-service teachers who “reflect the ethnic and cultural diversity of Oakland” 
(Bireda & Chait, 2011, p.18).   
Urban School Teacher Preparation and Cultural Intelligence  
There are large bodies of extant research on teacher preparation programs (Boyd, 
Grossman, Lankford, Loeb, & Wyckoff, 2009; Hollins, 2011), but little empirical 
evidence exists that supports the methods used to prepare future teachers, (Walsh, 2006).  
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Hattie (2009) describes teacher education as a “standard approach.”  This approach is one 
that equips pre-service teachers with essential core knowledge and understandings that all 
educators need to successfully teach in a classroom, but this core knowledge differs 
depending upon the group discussing it.  Most researchers agree that teacher preparation 
lacks a strong research basis and needs further examination, especially for urban school 
environments (Eckert, 2013).  Eckert’s research highlighted the imbalanced allocation of 
competent teachers in high needs areas and spotlighted that this issue raises inquiries 
about how to suitably provide quality education to all students through teacher education 
programs.  Data from this study revealed that, to some degree, teacher qualifications 
affect teacher efficacy or teacher capability, but the same qualifications cannot predict 
teacher retention, all persistent issues in urban schools.   
There is a need to focus pre-service teacher education on core knowledge related 
to the classroom and what the teacher will be doing as a first-year teacher, especially if 
that is working in an urban, high-needs area with concentrated poverty (Boyd et al., 2009; 
Eckert, 2013).  Considerable research has focused on the debate over best practice to 
prepare teachers for entry into high-need, urban, public schools (Duncan-Andrade, 2007; 
Eckert, 2013; McCullough & Ryan, 2014).  Student achievement is an issue that has 
always existed in teaching and teacher education (Bales, 2006).  The attempt to rectify 
this issue has always been challenging for educators as they struggle with addressing 
local, institutional, and governmental demands on their teaching.   
The issues relating to poverty and other issues of students who attend these 
schools create additional challenges for teachers newest to the profession.  Teachers with 
limited teaching experience are educating a population in need, therefore, it is imperative 
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to recognize whether the incoming qualifications of pre-service teachers will suffice in 
teaching this susceptible population (Eckert, 2013). 
In addition to local, institutional, and governmental demands, educators struggle 
to address “the social and cultural contexts” in which students live (Copple & 
Bredekamp, 2009, p.10).  Relatively high numbers of educators leave urban schools 
(Ingersoll, 2003), as well as the profession, due to the difficult and challenging nature of 
teaching in an urban school (Smith & Smith, 2006).  Per Duncan-Andrade (2007), most 
pre-service teachers begin their teaching profession in the urban classroom intending on 
becoming an effective educator, until they realize they are poorly prepared and poorly 
supported to work in an urban school.  Teacher under-preparedness is especially difficult 
because of the diversity of issues that arise in urban education (Gaikhorst, Beishuizen, 
Roosenboom, & Volman, 2017).  This study identified high workload, stress, and 
inadequate guidance and support, as well as parental contact as challenges that hindered 
success in an urban classroom, although others exist.  Research has proven that teachers 
are unprepared to teach in urban schools that encompass students from diverse 
backgrounds (Çelik & Amaç, 2012), and when unqualified teachers exit this creates 
teacher shortages.  This shortage has implications for the development of the students in 
urban schools as well as the quality of education that students in these environments 
receive.  Furthermore, research has shown that novice teachers are unprepared to deal 
with individual differences in students (Sleeter, 2001), as well as violence and poverty 
that plagues inner-city neighborhoods where urban schools are located, causing them to 
depart the profession (Smith & Smith, 2006).   
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Teacher preparation programs are pivotal in creating culturally competent 
teachers.  Research has suggested that the ethnic discord existing between school and 
home contributes to inadequate student educational outcomes (Cartledge & Kourea, 
2008).  Cartledge & Kourea’s (2008) study highlighted the importance of reaching the 
ethnically and linguistically diverse student populations, especially those with a higher 
probability for disparate academic underachievement, among other issues.  Attested by 
the National Council for Accreditation of Teacher Education (NCATE), (2010), there is 
an expectation of teachers in urban schools to not only teach the curriculum, but also 
“educate all children – including those from increasingly diverse economic, racial, 
linguistic, and academic backgrounds” (NCATE, 2010, p.1).  Identifying as White, 
female, heterosexual, and middle-class (Sleeter, 2008), the extremely limited or 
nonexistent teaching experience working with diverse populations (Hollins & Torres-
Guzmán, 2005); proves that the experiences and cultural values that teachers who display 
these characteristics have when entering the teaching profession may not match those of 
the students living in urban environments which they aim to educate.  Students who 
reside in inner-city neighborhoods, who are culturally and linguistically diverse, require 
evidence-based, quality instruction.  Banks (2015) argued that this issue is of paramount 
importance.  Goodwin (1997) agreed that effective teaching practices in urban, inner-city 
schools require well designed preservice teacher education programs.  Haberman (1996) 
advocates for a different approach to ensuring that competent teachers fill teaching roles 
in urban schools.  He believed that pre-service education teachers who will ultimately 
teach in urban schools should bring experience, knowledge, and dispositions that will aid 
in the effective teaching of culturally and linguistically diverse students.  He argued that 
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the prior experiences of preservice teachers who meet those qualifications determine how 
successful they will be in an urban classroom and is not based on what is learned in a 
preservice teaching program.  In Haberman’s (1995) work, he identified seven attributes 
that he contributed to “star” (effective) teaching in urban environments, none of which 
are taught in educational institutions.  Those attributes include being 30-50 years of age, 
non-White ethnicity, from an urban area, has a family, or have raised children, held other 
jobs, and have learned to live normally in a somewhat violent context (Haberman, 1996).  
He argued that success in the urban classroom is first dependent upon these 
characteristics before exposing qualified candidates to the pedagogical aspect of teaching 
and learning, suggesting that recruitment for teacher preparation programs based on 
“star” attributes could yield teachers that are prepared to teach in urban, inner-city 
classrooms.  Those attributes will enable novice teachers to display confidence when 
dealing with diverse populations and teach well.   
It is imperative that teacher education programs begin to address what is needed 
to successfully teach culturally and linguistically distinct student populations in urban 
schools.  To do this, teachers must be equipped to balance the responsibility of rigorous 
academics and dealing with each student’s cognitive and social-emotional development 
needs.  
New York State teaching and learning and student achievement. 
“Unprecedented responsibilities” and “unmet challenges” are what candidates in urban 
teacher education programs should prepare for, according to NCATE, 2010, p.1.  In 
addition to teaching the curriculum, urban schoolteachers are relied on to “educate all 
children – including those from increasingly diverse economic, racial, linguistic, and 
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academic backgrounds” (p.1), regardless of the outside influences of students who attend 
those schools, also known as “urban culture” (Howey, 2002, p.8).  The neighborhoods 
where urban students live involves being exposed to a culture that saturates students in 
violent incidents, alcohol acquaintance, untrustworthiness, and a false sense of happiness 
that involve drugs and alcohol, which all impact learning.  Higher enrollment in urban 
schools and fewer resources leave novice teachers feeling unprepared to teach in urban 
schools (Howey, 2002), while the students enrolled in these schools require the greatest 
need for relevant, quality instructional programming.  Like Haberman (1996), Villegas 
and Lucas (2002) have a vision of rethinking the preservice teaching curriculum that 
could produce successful culturally responsive teachers who would thrive in diverse, 
inner-city schools.  That vision includes the preservice teacher possessing specific 
characteristics.  Those characteristics include being socioculturally conscious, having 
affirming views of students from diverse backgrounds, seeing themselves as responsible 
for, and capable of, bringing about change to make schools more equitable, knowing the 
lives of their students, and being able to design instruction that builds on what their 
students already know while stretching them beyond familiar.  Villegas and Lucas (2002) 
highlighted that all of the above characteristics could be integrated into the preservice 
teaching curriculum.  Multicultural issues in urban schools are almost absent in the 
current coursework requirements of pre-service teaching and learning educational 
requirements for pre-service teachers and there is a need for culturally responsive 
pedagogy (Cartledge & Kourea, 2008).  Coursework is one of the requirements necessary 
to qualify for a teaching certification.  Within the context of this research study, New 
York State, culturally responsive coursework is barely evident.  This preservice 
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coursework could play a pivotal role in preparing culturally competent educators to teach 
in urban schools upon graduation and affect academic underachievement.  Grant (1994) 
contends this is an educational problem.  The professional preparation of teachers for 
expertise in multicultural education is not consistently integrated into the program 
requirements for preservice teachers.  Taylor (2010) agrees that teacher education 
programs have a “moral imperative to reconceptualize the multicultural education 
component of their programs” to successfully produce culturally competent teachers (p. 
28).  Within New York State the coursework requirements fall into three required 
coursework categories: General Core (liberal arts and science, e.g. Humanities), Content 
Core (specific subject matter, e.g. English, math, science), Pedagogical Core (teaching 
methods), in addition to field experience, student teaching and practicum placement 
(NYSED, 2014; NYSED, 2018).  However, no single required course or field experience 
can prepare novice teachers to work with and meet the needs of urban students (Ladson-
Billings, 2000).  When new teachers enter urban schools, there is a discrepancy between 
their preservice experience and what they encounter in schools.     
Chapter Summary 
The literature has demonstrated that cultural awareness, cultural sensitivity, core 
knowledge, and teacher preparedness increase student achievement, teacher efficacy, and 
teacher retention, namely in urban areas.  However, little research has explored pre-
service teacher program quality as it relates to preparing to teach students in urban, high-
need, poverty environments.  The complexity of teaching in an urban, high-need, poverty 
school involves facets other than a rigorous educational curriculum if highly effective 
teaching and learning are to occur among this vulnerable population.  If an educator can 
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effectively utilize students’ background knowledge, considering students perceived self-
efficacy, and making the students’ learning relevant, it is more likely the student will 
apply what was learned within the classroom outside of school (Howey, 2002). 
Chapter 2 provided a review of literature related to the state of affairs in urban 
schools as it relates to academic underachievement.  Chapter 3 details an explanation of 
the methodology used for the research study.  Additionally, Chapter 3 provides a 
summary of the research context, research participants, and the procedures for data 
collection and analysis, all directed by the null hypotheses which guided the dissertation 
study. 
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Chapter 3: Research Design Methodology 
Introduction 
There continues to be an achievement gap between students in urban, low 
socioeconomic status schools and those of opposing socioeconomic status (Barnes, 
2010).  Debates about education reform in the United States revolve primarily around 
improving public, urban schools.  Centered on teaching and testing standards, teacher 
quality, class size, charter schools, social promotions, and per-student capita, these 
debates are essentially about public education in America’s cities (Condron & Roscigno, 
2003; Connell, 1994; Darling-Hammond, 2000).  In these cities, it is difficult to find and 
implement solutions to persistent, pronounced issues.  Every issue is magnified; every 
resolution is more difficult to accomplish.  It is impossible to pinpoint one source of 
accountability for students’ academic progress (Ladson-Billings, 2014).      
Within the United States public school system, educational improvement is no 
easy feat.  The National Center for Education Statistics (2016) reported that there were 
more than 98,000 public educational institutions in the United States during school year 
2015-2016.  That amount has steadily increased since the 1980s.  During the 2016-2017 
school year in New York State (NYS), there were 4,452 public schools and 320 charter 
schools with 2,629,970 students enrolled, 55% (1,439,985) of those students were 
considered economically disadvantaged.  Fewer than 50% of those students can 
demonstrate proficiency in NYS exams.  A score of proficient means the student can 
demonstrate knowledge, skills, and practices embodied by the New York State P-12 
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Common Core Learning Standards for English language arts/literacy and math that is 
considered sufficient for the expectations at their grade level of record.  NYS English 
language arts (ELA) Grades 3-8 assessment data showed that a mere 38% of these 
students were proficient in the NYS ELA testing in 2016 and 40% were proficient in 
2017.  In mathematics, the NYS Grades 3-8 assessment data showed that the percentages 
were similar, 39% and 40% proficient in 2016 and 2017, respectively.  In Onondaga 
County, the public school system had 68,197 students enrolled.  Of these, only a small 
percentage of students scored proficient on the New York State English language arts and 
mathematics examinations in the academic school year 2016-2017 (NYSED, 2017a; 
NYSED, 2017b).   
Although many students are classified as economically disadvantaged, the 
graduation rate for NYS remained 80% in 2016 and 2017.  In Onondaga County, the 
graduation rates for 2016 and 2017 were 81% and 82%, respectively, a slight increase 
from the two previous years (NYSED, 2017c; NYSED, 2017d).         
Educational reform debates are critical in resolving issues plaguing public schools 
if these schools are to transform.  Unresolved problems and unsuccessful strategic 
implementations are complications that have disproportionately fallen on children who 
live in the heart of destitute, urban areas in American cities where many public, inner-city 
schools are located (Darling-Hammond, 2000).   
While there has been much research on possible solutions to improve student 
performance in school, there has been no research on teacher characteristics as they 
correlate to self-efficacy and, ultimately, student academic performance in urban schools.  
This research study used quantitative research methods, specifically a self-efficacy scale, 
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to determine students’ self-reported self-efficacy relating to teacher gender and ethnicity 
in English language arts, mathematics, social studies, and science.  Quantitative 
methodology offers data summarization and analysis with quantifiable results when 
variables can be identified and measured.  It is empirical and tends to be confirmatory 
and deductive (Atieno, 2009).  Additionally, it allows for the use of a social survey, 
typically, the preferred instrument of research.  Social surveys can be adapted to meet the 
context of the study.  Social surveys are objective, can be replicated, and the problem of 
causality has been reduced by path analysis and related regression techniques (Bryman, 
1984).  A self-efficacy scale is one quantitative measure that could be utilized to capture 
student self-efficacy (Sherer et al., 1982).  In this study, the theory of self-efficacy, along 
with a self-efficacy scale, was used to see if there was statistical significance between 
teacher gender, teacher ethnicity, and student self-reported levels of self-efficacy.   
Null hypotheses involving gender, ethnicity, and levels of self-efficacy guided the 
quantitative study.  Utilizing a confidence interval of p < .05, several null hypotheses 
served as the basis for the quantitative study. 
H1.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender of their teacher and the self-reported self-efficacy level of students. 
H2.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender of their teacher and the self-reported self-efficacy level of students. 
 
55 
H3.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the ethnicity of their teacher and the self-reported self-efficacy level of students. 
H4.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the ethnicity of their teacher and the self-reported self-efficacy level of students. 
H5.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender and ethnicity of their teacher and the self-reported self-efficacy level 
of students. 
H6.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender and ethnicity of their teacher and the self-reported self-efficacy level 
of students.  
The research was informed by the contention that there is a relationship between 
teacher gender, teacher ethnicity, and the self-efficacy beliefs of urban fourth and fifth 
grade general and special education students who have one teacher for English language 
arts, mathematics, science, and social studies.  This contention is important because 
children with high self-efficacy could demonstrate greater success in school.  On the 
contrary, low self-efficacy could conceivably lead to diminished educational 
accomplishment (Schunk, 1995).   
For this study, descriptive statistics were used to analyze the components of the 
survey.  Frequency distributions were used to display, summarize, and analyze survey 
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data.  The widely used statistical method, one-way ANOVA, was used to compare group 
means of each of the independent variables and the dependent variable, self-efficacy, 
determining if statistical significance existed between the variables to affirm or deny the 
null hypotheses.   
Research Context 
The quantitative study was conducted in two urban school districts in fourth and 
fifth grade classrooms within 15 elementary schools in two public school districts in 
Onondaga County, within New York State.  The school districts are referred to as City 
School District One and City School District Two.  Based on 2018 demographic data for 
City School District One, of the 19,668 students enrolled, 49.5% were Black or African 
American, 22.3% were White, 13.4% were Hispanic or Latino, 7.6% were Asian or 
Native Hawaiian/Other Pacific Islander, 6.1% were Multiracial, and 1.1% were American 
Indian or Alaska Native.  The school district was determined to be high need in relation 
to its resource capacity based on demographic data.  During the 2016-2017 school year, 
of the 19,543 students enrolled, 81% (15,777 students) were eligible for free lunch and 
another 1% (192 students) qualified for reduced lunch status.  During the same school 
year, seven of the schools in the district were in receivership status (struggling or 
persistently struggling without making a demonstrable improvement), with specific 
performance indicators and strict guidelines given to each school affected to meet or 
exceed those performance indicators (NYSED, 2017).  The schools in receivership status 
are seven of the many schools that were encouraged to participate in this research. 
Based on 2018 demographic data for City School District Two, of the 4,136  
students enrolled, 78.2% were White, 9.7% were Multiracial, 6.6% were Black or African 
 
57 
American, 4.7% were Hispanic or Latino, and 0.7% were Asian or Native 
Hawaiian/Other Pacific Islander.  Based on demographic data, the school district was 
classified as high needs relative to the district’s resource capacity.  During the 2016-2017 
school year, of the 4,136 students enrolled, 52% (2,179 students) were eligible for free 
lunch and another 2% (66 students) qualified for reduced lunch status.    
In accordance with the St. John Fisher College Institute Review Board (IRB) and 
the participating school district’s research review process, the school district and schools 
have pseudonyms to protect the confidentiality of the school districts and participating 
schools.  Thus, the school districts are referred to as City School District One and City 
School District Two.  The participating teacher classrooms were designated unique, 
numeric identifiers and participating students were designated a numeric identifier to 
associate them with the appropriate teacher.  Student nor teacher names were collected; 
therefore, assigning pseudonyms to the participating teachers and students for this study 
was not necessary.   
City School District One encompasses over 30 schools with approximately 19,543 
public school students in grades Pre-K-12.  City School District Two encompasses 
approximately 4,136 public school students in grades K-12.  Request for access to 
students and teachers for data collection was initiated and completed.  Approval was 
granted via the IRB process, from participating districts and administrators of school 
buildings. 
Research Participants 
A purposive sample of willing fourth and fifth grade students and their teachers, 
within School District One and School District Two, were selected for this study.  There 
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is value in early intervention as it relates to preventing school failure, hence, fourth and 
fifth grade students were recruited and selected for this study.  Students’ academic self-
efficacy decreases between Grades 6 through 8, evidenced in Pajares and Valiante’s 
(1999) study.  Additionally, obtaining the responses of students in lower grade levels 
could present a challenge, even when those students have a sense of self.  Eder’s (1990) 
study concluded that although students in lower grade levels may have psychological 
concepts of themselves, including a sense of identity at a young age, expressing it would 
be difficult, therefore, researchers would not be able to record it.  This could potentially 
limit the accuracy of measuring self-efficacy in students’ in lower grade levels.   For this 
research study, students who were in grades four and five were eligible for inclusion if 
they had one teacher for English language arts, mathematics, science, and social studies.  
Students with an ENL (English as a new language) classification were eligible for 
inclusion if they had only one teacher for the four subjects mentioned.  If students had 
more than one teacher for any of the four subjects, they were excluded from the study.  
Students receiving special education services who had a general education teacher in 
addition to a special education teacher in a classroom setting for the four subjects 
mentioned were eligible to participate.  Data for those students was based on the assigned 
general education teacher, not the special education teacher.  The justification not to 
select ENL learners, nor students who only have a special education teacher for English 
language arts, mathematics, science, and social studies were due to those students having 
additional service providers.  Those additional service providers could be teachers as 




 Informed consent (Appendix B) was sought from the guardians/families of all 
participating fourth and fifth grade students in the participating schools located in the 
school district, in New York State, for students to participate in the study.  Students 
participating in the study provided data based on their experiences with their current 
fourth or fifth grade teacher.  Parents were informed that participation in the study was 
voluntary and they were allowed to examine the survey instrument.  Administering 
teachers read aloud a Minor Assent Form (Appendix C) to participating students 
explaining the purpose of participation in the survey and informing students that 
participation in completing the survey was voluntary. 
Instruments Used in Data Collection 
An individual’s belief in their ability to complete tasks is self-efficacy, (Bandura, 
1977); therefore, a self-efficacy scale was used for fourth and fifth grade students to 
report their current levels of self-efficacy.  A valid instrument is pivotal for success in 
this study, especially due to the difficulty of measuring attitude, character, and 
personality.  This study used quantitative research methods, specifically a self-efficacy 
scale, to determine students’ self-reported self-efficacy relating to teacher gender and 
teacher ethnicity in English language arts, mathematics, social studies, and science.   
A procedure for measuring attitudinal scales was created in response to the 
difficulty of measuring individual personality traits by Rensis Likert in 1932.  Similarly, 
created by Morgan and Jinks in 1999, the Morgan-Jinks Student Efficacy Scale (MJSES) 
measures the overall self-efficacy beliefs of children and how those beliefs influence 
success in academia (Appendix D).  The MJSES has 30 items and three subscales: talent, 
context, and effort.  The items of this scale were scored with a 4-point Likert scale 
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consisting of 1, really agree, to 4, really disagree.  The Likert scale is designed to produce 
an ipsative or forced-choice measure where neutral or indifferent is not an option (Alwin 
& Krosnick, 1991).  Permission to utilize the Likert-style MJSES for this research was 
not necessary.  The scale was not altered and is free and publicly available, so it was 
unnecessary to obtain permission from Morgan and Jinks to utilize the survey in this 
research study.  The validity and reliability of the MJSES was originally verified using 
the DeVellis (1991) handbook of scale development.  It has been determined to be valid 
and reliable.  The last four questions on the survey require students to provide data about 
their four academic content area subjects.  Since the dissertation research focused on 
whether statistical significance existed between self-efficacy and academic achievement, 
all questions on the MJSES are considered necessary for inclusion.  To accurately 
calculate raw scores for self-efficacy, reverse coded questions were identified within the 
survey.  
Surveys provide statistics about a target population by getting respondents to 
answer questions, with the goal of the survey being to minimize errors in data collection.  
Those statistics are yielded from inferences, which are made from the answers provided 
by respondents of the survey (Fowler, 2013).  Students were asked to provide 
characteristics about their current teachers, specifically their gender and ethnicity, using 
the MJSES.  Additional data were collected on participating students which included 
student gender and student ethnicity.  The researcher did not know, nor have access to, 
the names of the participants in the research study.  Individual teacher data corresponded 
to the students’ in their respective grade-level classrooms and was used in the data 
analysis portion of the research study.     
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School district consent for research was obtained and individual school building 
consent was requested.  After school building consent was granted, fourth and fifth grade 
teacher classrooms were asked to participate in the research study.  The participants were 
informed of the purpose of the study and ensured a full understanding of how the 
information collected will be used (Brinkmann & Kvale, 2015).  Once family consent 
was obtained for students to participate in the research via written consent, teachers were 
able to administer the survey to their respective students.   
Procedures for Data Collection and Analysis 
Teachers of fourth and fifth grade students from both general education and 
special education were recruited to take part in the research before survey administration.  
Survey administration and all other pertinent information were discussed before survey 
administration.  Incentives to teachers, nor students, were offered for participating in the 
study.   
General education teachers in classrooms containing only a general education 
teacher administered the survey.  Classrooms that had a general education and special 
education consultant teacher teaching model also administered the survey.  Consultant 
teacher models, (formerly known as inclusion classrooms), have a general education 
teacher as the primary teacher and a special education teacher as the service provider to 
students with disabilities, as needed.  Students could have requested to have the survey 
read aloud, if necessary, or they could have completed a modified version of the MJSES, 
which highlighted the words “Yes” and “No” in different fonts, (Appendix E), at the 
discretion of their teacher.  Students could have completed the survey independently if 
reading aloud was not required.   
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To maintain confidentiality, student names were removed from surveys and 
replaced with a number that corresponded with the teacher of record for the remainder of 
the data analysis.  The researcher will be the only individual with access to the surveys, 
which will be secured for three years following the completion of the research.  Students, 
nor teacher's names, will appear in any published reports. 
Survey data, as well as other essential data related to teacher and student 
characteristics, was coded and transferred into data files for computer analysis (Fowler, 
2013).  This was accomplished by recording data into Microsoft Excel.  The data was 
then transferred into SPSS for calculations.  Descriptive statistics were used to analyze 
the components of the survey.  Frequency distributions were used to display, summarize, 
and analyze survey data.  One-way ANOVAs were used to compare group means of each 
of the independent variables and the dependent variable, self-efficacy, determining if 
statistical significance existed between the variables to affirm or deny the null 
hypotheses.  IBM© SPSS Statistics© Version 24.0 was used to analyze all data collected. 
Summary 
This research study involves a quantitative, associational, non-experimental 
approach.  This approach has an attribute independent variable and includes a Likert-style 
survey.  This non-experimental approach focuses on the attribute independent variables - 
characteristics that the students will bring to the study which are not controlled by the 
researcher (Gliner, Morgan, & Leech, 2017).  This research study strived to determine if 
statistical significance existed between dependent and independent variables, which 
could, in turn, affect student academic performance in school.  The teachers associated 
with the students’ participating in the study were presented in tables, using descriptive 
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statistics which highlighted the varying demographic categories.  Survey calculations 
determined whether statistical significance existed between student reported self-efficacy 
and teacher gender and ethnicity, whereby affecting student academic performance 
through self-efficacy in school.  The results were transferred into a Microsoft Excel 
spreadsheet then transferred directly into SPSS to calculate inferential statistics.      
Both email and phone communication were conducted with teachers who assisted 
in administering the survey.  An explanation of how to implement the MJSES with 
fidelity was discussed.  Per IRB recommendations, the researcher’s home school 
classroom was excluded from participation in the study, however, the MJSES was 
administered in all eligible fourth and fifth grade classrooms at the researcher’s home 
school.   
Chapter 3 sought to present the rationale for selecting a quantitative, 
associational, non-experimental approach to this research.  Included in this chapter is a 
description of how the research method was conducted.  This chapter is a broad overview 
of how the data was analyzed once the data was captured and the research was complete.  
Quantitative analysis of the data from the surveys will be discussed in Chapter 4.   
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Chapter 4: Results 
Introduction 
There are copious amounts of research that demonstrate a positive correlation 
between self-efficacy and academic achievement (Multon et al., 1991; Pajares, 1996).  
Established by Albert Bandura (1977, 1986) via the social cognitive theory, self-efficacy 
is a person’s beliefs about their ability to learn or perform behaviors.  Self-efficacy has 
been proven to influence educational enthusiasm, learning, and feat (Pajares, 1996; 
Schunk 1995).  Since it has been proven there is a correlation between self-efficacy and 
academic performance, this dissertation study sought to find out if there is statistical 
significance between independent variables student gender, student ethnicity, teacher 
gender, and teacher ethnicity and dependent variable student self-reported levels of self-
efficacy. 
Null Hypotheses 
Null hypotheses involving gender, ethnicity, and levels of self-efficacy guided the 
quantitative study.  Utilizing a confidence interval of p < .05, several null hypotheses 
served as the basis for the quantitative study. 
H1.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender of their teacher and the self-reported self-efficacy level of students. 
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H2.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender of their teacher and the self-reported self-efficacy level of students. 
H3.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the ethnicity of their teacher and the self-reported self-efficacy level of students. 
H4.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the ethnicity of their teacher and the self-reported self-efficacy level of students. 
H5.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender and ethnicity of their teacher and the self-reported self-efficacy level 
of students. 
H6.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender and ethnicity of their teacher and the self-reported self-efficacy level 
of students.  
Descriptive statistics were used to analyze the components of the survey.  
Frequency distributions were used to display, summarize, and analyze survey data.  One-
way ANOVAs were used to compare group means of each of the independent variables 
and the dependent variable, self-efficacy, determining if statistical significance existed 
between the variables to affirm or deny the null hypotheses.  IBM© Statistical Program 
for Social Science (SPSS) Statistics© Version 24.0 was used to analyze all data, 
66 
determining if statistical significance existed between the dependent and independent 
variables in this study.   
Data Analysis and Findings 
A quantitative, associational, non-experimental research design using SPSS was 
used to examine the null hypotheses.  The survey, MJSES, included 30 questions in three 
subscales – talent, context, and effort.  Included in the survey were four additional 
questions that gave students the option to self-report their last quarterly report card grades 
in English language arts, mathematics, science, and social studies.  Survey participants 
provided Likert-style responses, using a four-interval scale of 1 = really agree, 2 = kind 
of agree, 3 = kind of disagree, and 4 = really disagree.   
Demographics. An email was sent to 108 participating fourth and fifth grade 
teachers who taught English language arts, math, science, and social studies in urban 
schools that permitted the researcher to conduct research in their schools.  Four fifth 
grade teachers at one urban school advised they were ineligible to participate.  Those fifth 
grade teachers departmentalize, each teacher taught either ELA, math, science, or social 
studies, and the students rotated amongst those classes daily.  This decreased the total 
participating teachers to 104.  Survey response data was collected from 2,783 students.  
Each teacher received a survey packet that contained 30 copies of each item needed to 
participate in the research study, with directions to request more copies if needed.  Data 
analysis of student responses revealed missing data.  Surveys with missing data were not 
removed from the study unless the entire survey instrument was blank.  There were 1,487 
usable survey responses (n = 1,487).   
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Participants had the option of reporting demographic information at the beginning 
of each survey.  The demographic information included student age at the time of the 
survey, teacher and student gender, and teacher and student ethnicity.   
Of the 1,487 students that participated in the current study, 53.9% of student 
respondents identified as a fourth grader and 46.1% of student respondents identified as a 
fifth grader.  Of the 1,487 total fourth and fifth grade responses, there were 1,463 valid 
responses and 24 missing survey responses relating to student grade.  The grade of 
student participant respondents is summarized in Table 4.1.       
Table 4.1 
Total Survey Responses by Student Grade  
Respondents (n = 1,487) Total % of Total 
Grade 4 respondents  788 53.0% 
Grade 5 respondents 675 45.4% 
Chose not to respond 24 1.6% 
 
The frequency distribution of fourth and fifth grade student participant age is 
summarized in Table 4.2.  Of the total respondents, 34.2% of the student respondents 
identified their age as 9 years old, 49% identified their age as 10 years old, 16% 
identified their age as 11 years old, and 0.6% identified their age as 12 years old.  Of the 
1,487 total responses, there were 1,431 valid responses and 56 missing survey responses 






Survey Responses by Student Age  
Respondents (n = 1,487) Total % of Total 
09 year old student 490 33.0% 
10 year old student 701 47.1% 
11 year old student 231 15.5% 
12 year old student 9 0.6% 
Chose not to respond 56 3.8% 
 
Female was the dominant gender amongst fourth and fifth grade teachers in this 
study.  Of the total fourth and fifth grade student respondents, 23.8% of the student 
respondents identified their teachers' gender as male and 76.0% as female.  Of the 1,487 
total responses, there were 1,483 valid responses and four missing survey responses 
relating to teacher gender.  Table 4.3 summarizes the total participant responses of their 
teacher’s gender.   
Table 4.3 
Total Survey Responses by Teacher Gender  
Respondents (n = 1,487) Total % of Total 
Male teacher 355 23.8% 
Female teacher 1128 76.0% 
Chose not to respond 4 0.2% 
 
The surveys yielded 805 fourth grade student responses relating to the gender of 
the student’s teacher.  Fourth graders identified their teacher as male 23.2%, and female, 
74.7%.  Fifth graders identified their teacher as male 24.3%, and female, 74.6%.  There 
were 2.1% of fourth graders who chose not to respond and 1.1% of fifth graders.  Tables 
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4.4 and 4.5 summarize participant responses of their teacher’s gender-separated by fourth 
and fifth grade.      
Table 4.4 
Grade 4 Survey Responses by Teacher Gender 
Respondents (n = 805) Total % of Total 
Grade 4 male teacher 187 23.2% 
Grade 4 female teacher 601 74.7% 
Chose not to respond 17 2.1% 
 
Table 4.5 
Grade 5 Survey Responses by Teacher Gender 
Respondents (n = 682) Total % of Total 
Grade 5 male teacher 166 24.3% 
Grade 5 female teacher 509 74.6% 
Chose not to respond 7 1.1% 
 
Male and female student respondents were almost equally represented with 49.8% 
identifying their gender as male and 50.2% as female.  Of the 1,487 total responses, there 
were 1,454 valid responses and 33 missing survey responses relating to student gender.  
Table 4.6 summarizes student participant responses of their gender.   
Table 4.6 
Total Survey Responses by Student Gender  
Respondents (n = 1,487) Total % of Total 
Male student 724 48.7% 
Female student  730 49.1% 
Chose not to respond 33 2.2% 
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Tables 4.7 and 4.8 summarize student participant responses of their gender 
separated by fourth and fifth grade.  Male, fourth grade students represented 44.3% of 
student respondents, fourth grade female students represented 52.7%, while 3% and 1.2% 
of fourth and fifth graders, respectively, chose not to respond.          
Table 4.7 
Grade 4 Survey Responses by Student Gender  
Respondents (n = 805) Total % of Total 
Grade 4 male student 357 44.3% 
Grade 4 female student 424 52.7% 
Chose not to respond 24 3.0% 
 
Table 4.8 
Grade 5 Survey Responses by Student Gender  
Respondents (n = 682) Total % of Total 
Grade 5 male student 369 54.1% 
Grade 5 female student 305 44.7% 
Chose not to respond 8 1.2% 
 
Table 4.9 summarizes the total frequency distribution of teacher ethnicity.  A 
large majority of student respondents identified their teacher’s ethnicity as White (86.6%) 
and 13.4% identified their teacher’s ethnicity as Non-White.  Of the 1,487 total 
responses, there were 1,482 valid responses and five missing survey responses relating to 






Total Survey Responses by Teacher Ethnicity  
Respondents (n = 1,487) Total % of Total 
White teacher 1283 86.3% 
Non-White teacher 199 13.4% 
Chose not to respond 5 0.3% 
 
The frequency distribution of responses regarding teacher ethnicity is summarized 
in Tables 4.10 and 4.11 by fourth grade and fifth grade student respondents, respectively.  
The most prevalent response for fourth grade was White teachers, 87.7%, while students 
identified their teacher as Non-White, 10.8%, and 1.5% of student respondents chose not 
to respond.  There were 82.2% fifth grade White teachers, 15.9% fifth grade, Non-White 
teachers, and 1.9% of student respondents chose not to respond.        
Table 4.10 
Grade 4 Survey Responses by Teacher Ethnicity  
Respondents (n = 800) Total % of Total 
Grade 4 White teacher 702 87.7% 
Grade 4 Non-White teacher 86 10.8% 
Chose not to respond 12 1.5% 
 
Table 4.11 
Grade 5 Survey Responses by Teacher Ethnicity  
Respondents (n = 687) Total % of Total 
Grade 5 White teacher 565 82.2% 
Grade 5 Non-White teacher 109 15.9% 
Chose not to respond 13 1.9% 
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The frequency of total student ethnicity is summarized in Table 4.12.  Student 
respondents identified their ethnicity as White 52.6%, and 47.0% of student respondents 
identified their ethnicity as Non-White.  Of the 1,487 total responses, there were 1,480 
valid responses and 0.4% missing survey responses relating to total student ethnicity.    
Table 4.12 
Total Survey Responses by Student Ethnicity  
Respondents (n = 1,487) Total % of Total 
White student  782 52.6% 
Non-White student 698 47.0% 
Chose not to respond 7 0.4% 
 
Of the 804 fourth grade respondents, 55.1%  of fourth grade students identified as 
White, while 42.8% of fourth grade students identified as Non-White.  Of the 683 fifth 
grade respondents, 47.6% of fourth grade students identified as White, while 51% of fifth 
grade students identified as Non-White.  Tables 4.13 and 4.14 summarize participant 
responses of their ethnicity separated by fourth grade and fifth grade.      
Table 4.13 
Grade 4 Survey Responses by Student Ethnicity  
Respondents (n =804 ) Total % of Total 
Grade 4 White student 443 55.1% 
Grade 4 Non-White student 344 42.8% 







Grade 5 Survey Responses by Student Ethnicity  
Respondents (n =683) Total % of Total 
Grade 5 White student 325 47.6% 
Grade 5 Non-White student 348 51.0% 
Chose not to respond 10 1.4% 
 
Of the total fourth and fifth grade respondents, 20% of student respondents 
identified their teachers’ gender and ethnicity as a White male, 3.9% as Non-White male, 
66.3% as White female, and 9.5% as Non-White female.  Of the 1,487 total responses, 
there were 1,482 valid responses and five missing survey responses relating to teacher 
gender and ethnicity.  Table 4.15 summarizes the total participant responses of their 
teacher’s gender and ethnicity.    
Table 4.15 
Total Survey Responses by Teacher Gender and Teacher Ethnicity  
Respondents (n = 1,487) Total % of Total 
White male teacher 297 20.0% 
Non-White male teacher 58 3.9% 





 Non-White female teacher 141 9.5% 
Chose not to respond 5 0.3% 
 
Of the total fourth and fifth grade respondents, 25.6% of student respondents 
identified their gender and ethnicity as a White male, 24.3% of student respondents 
identified their gender and ethnicity as Non-White male, 26.7% as White female, and 
23.4% as Non-White female.  Of the 1,487 total responses, there were 1,451 valid 
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responses and 36 missing survey responses relating to teacher gender and teacher 
ethnicity and student gender and student ethnicity.  Table 4.16 summarizes the total 
participant responses of student gender and student ethnicity.   
Table 4.16 
Total Survey Responses by Student Gender and Student Ethnicity  
Respondents (n = 1,487) Total % of Total 
White male student 371 24.9% 
Non-White male student 352 23.7% 





 Non-White female student 340 22.9% 
Chose not to respond 36 2.4% 
 
Of the fourth grade respondents, 23.6% of student respondents identified their 
gender and ethnicity as a White male, 20% of the student respondents identified their 
gender and ethnicity as Non-White male, 30.1% as White female, and 22.4% as Non-
White female.  Of the 1,487 total responses, there were 800 valid responses and 31 
missing survey responses relating to fourth grade student gender and student ethnicity.  
Table 4.17 summarizes fourth grade student participant responses of their gender and 










Grade 4 Survey Responses by Student Gender and Student Ethnicity  
Respondents (n = 800) Total % of Total 
Grade 4 White male student 189 23.6% 
Grade 4 Non-White male student 160 20.0% 





 Grade 4 Non-White female student 179 22.4% 
Chose not to respond 31 3.9% 
 
Of the fifth grade respondents, 25.8% of student respondents identified their 
gender and ethnicity as a White male, 27.5% of the student respondents identified their 
gender and ethnicity as Non-White male, 20.7% as White female, and 23% as Non-White 
female.  Of the 1,487 total responses, there were 687 valid fifth grade student responses 
and 3% missing survey responses relating to student gender and student ethnicity.  Table 
4.18 summarizes fifth grade student participant responses of their gender and ethnicity.   
Table 4.18 
Grade 5 Survey Responses by Student Gender and Student Ethnicity  
Respondents (n = 687) Total % of Total 
Grade 5 White male student 177 25.8% 
Grade 5 Non-White male student 189 27.5% 





 Grade 5 Non-White female student 158 23.0% 
Chose not to respond 21 3.0% 
 
Based on respondent surveys, most classrooms surveyed were comprised of 
White students taught by White teachers.  In 28.7% of the surveys, the teacher and 
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student race and ethnicity aligned.  Of the 1,487 total responses, there were 1,450 valid 
responses and 37 missing survey responses relating to student and teacher gender and 
ethnicity.  Table 4.19 summarizes the frequencies of student self-reported teacher and 
student gender and ethnicity.    
Table 4.19 
Survey Responses by Student and Teacher Gender and Ethnicity  
Respondents (n = 1,487) Total % of Total 
WM teacher, WM student 73 4.9% 
WM teacher, NWM student 70 4.7% 





 NWM teacher, NWM student 26 1.7% 
WM teacher, WF student 89 6.0% 
WM teacher, NWF student 59 4.0% 
WF teacher, WM student 281 18.9% 
NWM teacher, WF student 4 0.3% 
WF teacher, NWM student 201 13.5% 
NWM teacher, NWF student 16 1.1% 
NWF teacher, WM student 10 0.7% 
NWF teacher, NWM student 54 3.6% 
WF teacher, WF student 276 18.5% 
WF teacher, NWF student 211 14.2% 
NWF teacher, WF student 19 1.3% 
NWF teacher, NWF student 54 3.6% 
Chose not to respond 37 2.5% 




Frequencies. The survey participants were asked to use a 4-point Likert scale to 
report on their perceptions of their academic performance and self-efficacy beliefs.  The 
34-question survey was separated into two sections.  Questions 1-30 were grouped into 
three subscale items – talent, context, and effort.  The items of this scale were scored with 
a 4-point Likert scale consisting of 1, really agree, to 4, really disagree.  Questions 31-34 
makes use of self-reported grades as a variable.  Student participants self-reported their 
last report card grade in English language arts, mathematics, science, and social studies.     
Descriptive statistics were calculated for the survey questions and include the 
student respondent answer percentage of each question, the mean, and the standard 
deviation.  Reverse-coded questions are identified with an (r) indicating reverse-coding, a 
validation technique that aides in hindering a participant's attempt to reply to survey 
questions out of habit (Stuart-Hamilton, 2007).  The survey item is rewritten from 
positive to adverse phrasing and when the answer is submitted, the reverse numeric scale 
is used to analyze the data.  After an item is reverse-coded, it is imperative to not observe 
the single answer in configuration with the standard 4-point Likert scale accompanied 
with the survey used in this dissertation study (1, “Really agree” to 4, “Really disagree”), 
but in the reverse (1, “Really disagree” to 4, “Really agree”).  Reverse-coded items allow 
multi-item surveys to have the same directional relationship within the study.  As 
currently written, all survey items were assigned the same ascending order value from 
one to four, however, questions 4, 5, 15, 19, 20, 22, 23, 24, 28 in the questionnaire were 
reverse coded.  
The range of possible scores using the MJSES was one through 120 using the 4-
point Likert scale.  Results from the self-efficacy survey indicated a range of between 36-
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106 or an average score of 2.23 out of 4.  The MJSES survey questions are organized in 
Appendix F from lowest to highest means.  Due to reverse coding, student respondents 
were less likely to disagree than agree with survey statements such as, “No one cares if I 
do well in school,” and less likely to agree than disagree with statements such as, “What I 
learn in school is not important,” and “My classmates usually get better grades than I do.”  
Apart from one survey question, all survey questions had over a 96% response rate from 
student respondents.  Appendix G shows that the data indicated low levels of self-
efficacy for the majority of fourth and fifth grade students with no significant differences 
between the subcategories of talent, context, and effort.       
The three major factors of talent, context, and effort are identified as the subscale 
items within the questionnaire.  Question numbers 2, 6, 10, 11, 14, 16, 18, 19, 21, 25, 26, 
27, and 30 are associated with the talent subscale.  Question numbers 3, 4, 7, 8, 12, 13, 
15, 17, 20, 23, 24, 28, and 29 were context questions, while question numbers 1, 5, 9, and 
22 were effort items.  Basic frequencies were run to document student’s self-reported 
self-efficacy levels in the subscales of talent (Appendix H), context (Table 4.20), and 
effort (Table 4.21).  The subcategory with the highest means for self-efficacy and lowest 
variability was talent.  Responses to survey questions 14, 19, 21, and 26 indicated that 
grades and homework assignments were important to students.  However, the subscale 
with the lowest means and greatest variability included the context questions such as 
question number 8 in which students were asked if they go to a good school and question 






Context Subscale Item Statistics 
Question Number Mean Standard Deviation  N 
3 3.311 1.0666 1307 
4 (r) 2.658 1.1097 1307 
7 1.630 .9281 1307 
8 1.491 .7887 1307 
12 1.487 .8781 1307 
13 2.282 1.0198 1307 
15 (r) 1.547 .7948 1307 
20 (r) 1.901 .9625 1307 
23 (r) 3.222 1.0441 1307 
24 (r) 1.728 .9155 1307 
17 1.899 .9543 1307 
28 (r) 1.574 .9554 1307 
29 2.153 .9411 1307 
 
Table 4.21 
Effort Subscale Item Statistics 
Question Number Mean Standard Deviation  N 
1 1.602 .7848 1415 
5 1.848 .9181 1415 
9 2.110 1.0289 1415 
22 3.430 1.0405 1415 
 
One-way ANOVA. One-way analysis of variance (ANOVA) was performed on 
several variables.  This test was conducted to test the statistical differences among the 
mean scores of the dependent and independent variables among fourth and fifth grade 
students.  A one-way ANOVA was performed to test the significance of gender of the 
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teacher against the self-efficacy of the students in fourth and fifth grade.  An additional 
ANOVA was conducted to test the significance of the ethnicity of the teacher and the 
self-efficacy of the students in both the fourth and fifth grades.  Lastly, an ANOVA was 
conducted to compare the gender and ethnicity of the teacher to the self-efficacy of the 
students in the fourth and fifth grades. 
 Results of an F-test (Table 4.22) showed a significance level of .042 (significant 
at the < .05 level) for fourth grade students and 0.578 (insignificant at the < .05 level) for 
fifth grade students, indicating statistical significance between the gender of the teacher 
and students self-reported self-efficacy level for fourth grade students, but no statistically 
significant difference between the gender of the teacher and students self-reported self-
efficacy level for fifth grade students.  The data analysis and findings deny null 
hypothesis H1 for fourth grade and affirm null hypothesis H2 for fifth grade.   
Table 4.22 







Between Groups   568.795 3 189.598 2.749 .042 
Within Groups   35382.899 513 68.973   
Grade 4 Total  35951.693 516    
Between Groups   99.034 3 33.011 .658 .578 
Within Groups   20312.567 405 50.154   




A one-way ANOVA was conducted to test for statistical significance comparing 
the mean scores of teacher ethnicity against student self-efficacy (Table 4.23).  The 
results revealed that for fourth graders the ethnicity of the teacher was not significant 
when comparing it to the students' self-efficacy with a significance level of .147 (not < 
.05) for fourth grade students and .053 (not < .05) for fifth grade students.  The results 
revealed that there was no statistical significance between the ethnicity of the teacher and 
the student’s level of self-efficacy for both fourth and fifth grade students.  The data 
analysis and findings affirm null hypotheses H3 and H4 for both fourth and fifth grades, 
respectively.  
Table 4.23 







Between Groups  373.178 3 124.393 1.798 .147 
Within Groups  36114.073 522 69.184   
Grade 4 Total 36487.250 525    
Between Groups  387.559 3 129.186 2.590 .053 
Within Groups  20254.163 406 49.887   
Grade 5 Total 20641.722 409    
 
Lastly, a one-way ANOVA was conducted to test for statistical significance 
comparing the mean scores of teacher gender and ethnicity against student self-efficacy 
(Table 4.24).  The results uncovered that for fourth graders the gender and ethnicity of 
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the teacher were significant when comparing it to the students' self-efficacy with a 
significance level of .001 (less than < .05) for fourth grade students and .258 (not < .05) 
for fifth grade students.  The results revealed statistical significance between teacher 
gender and teacher ethnicity and students' self-reported self-efficacy level of fourth grade 
students, denying null hypothesis H5.  There was no statistical significance between the 
teacher gender and teacher ethnicity and students' self-reported self-efficacy level of fifth 
grade students, affirming null hypothesis H6.      
Table 4.24 







Between Groups  2684.280 15 178.952 2.690 .001 
Within Groups  33263.663 500 66.527   
Grade 4 Total 35947.943 515    
Between Groups  905.446 15 60.363 1.214 .258 
Within Groups  19438.169 391 49.714   
Grade 5 Total 20343.614 406    
 
Unanticipated findings. The Morgan-Jinks Student Efficacy Survey is reliable.  
In the literature, the survey has an overall reliability coefficient that is considered good at 
.82, however, when data analysis was run within this study, the reliability coefficient was 
.589 overall.  The reliability coefficient for talent was .441, context was .556, and effort 
was .185.  While there may be three subscales for the survey that represent talent, 
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context, and effort, reducing those to 10 individual items per subscale may affect the 
reliability of this dissertation study, putting this study outside the range of acceptability.  
At .589, this research study is minimally at that point of acceptability. 
The MJSES questions associated with the subscale items within talent, context, 
and effort were analyzed to see if there was a relationship between students’ self-efficacy 
beliefs and their academic performance.  It was discovered that there were no significant 
statistical differences between the subcategories of talent, context, and effort, however, 
the subscale with the highest mean of self-efficacy was talent (2.39), context was the 
lowest (2.07).  
Although the MJSES consists of a total of 30 questions with three subscales, for 
this dissertation study, the MJSES scale was treated as a full 30-point scale.  While there 
are subscale alphas for each subscale item which lend credence to say it must be run this 
way, and while some studies have utilized the self-efficacy scales three subscales, the 
researcher argued that overall reliability of the MJSES exceeded reliability in any of the 
three subscales.  With great consideration and thought, for this dissertation study, the 
researcher utilized the overall reliability coefficient and treated it as one score.  The 
survey is more reliable as a 30-point scale than it is with any of the individual subscales. 
Correlations  
Correlation is a statistical tool that hints at the possibility that a relationship exists 
(Tufte, 1979).  The correlational method is often employed when “two different variables 
are observed to determine whether there is a relationship between them” (Gravetter & 
Wallnau, 2009, p.12).  Used in several different applications, the correlation is a common 
statistic often used to measure and describe the relationship between variables.  This type 
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of correlation is often used in different applications including prediction, validity, 
reliability, and theory verification. 
Data including student age, student grade, and self-reported last report card grade 
in English language arts, mathematics, science, and social studies was imbedded into the 
self-efficacy survey, therefore, this data was a part of the data collected and analyzed.  
The decision was made to run point-biserial and Pearson’s r correlations.  For this study, 
point-biserial and Pearson’s r correlations were used to examine the relationship between 
various variables that were embedded in the survey tool, seeking positive or negative 
correlations. 
Point-biserial correlations. The point-biserial correlation coefficient (rpb) is one 
of the most used statistics in educational assessment.  It is a coefficient correlation where 
one variable is a naturally occurring dichotomous nominal scale and one is a continuous 
level variable.  It is an interdependency measure that examines only whether two 
variables have a relationship between each other, not if one causes the change to occur in 
the other variable (Allen, 2017).  The point-biserial correlation coefficient is a statistical 
measure used to estimate the degree of relationship between a naturally dichotomous 
nominal variable and a continuous (interval or ratio) variable, routinely used when 
observing two variables to determine whether there is a relationship between them 
(Gravetter & Wallnau, 2009).  This dissertation applied point-biserial correlations to 
analyze an association between any of the naturally occurring dichotomous nominal scale 
variables and any continuous level variable.  
A point-biserial correlation was run to determine the relationship between the 
student’s self-efficacy scores and the student's grade in school.  The means for the 
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dependent and independent variables were computed and compared to determine if a 
relationship existed between the two variables.  There was a positive correlation between 
students’ self-efficacy and grade (fourth or fifth) in school, which was statistically 
significant  (rpb = .125, n = 939, p = .001), indicating that an increase in one variable is 
likely to be accompanied by an increase in the other.       
   A point-biserial correlation was run to determine the relationship between 
students' self-reported grade in English language arts and student’s level of self-efficacy.  
The means for the dependent and independent variables were computed and compared to 
determine if a relationship existed between the two variables.  There was a positive 
correlation between students’ self-efficacy and their self-reported grade in English 
language arts (rpb = .294, n = 1,465, p = .001), indicating that an increase in one variable 
is likely to be accompanied by an increase in the other.       
A point-biserial correlation was run to determine the relationship between 
students’ age and their self-reported grade in science.  The means for the dependent and 
independent variables were computed and compared to determine if a relationship existed 
between the two variables.  There was a negative correlation between students' age and 
their self-reported grade in science (rpb = -.090, n = 1,039, p = .001), indicating that if one 
variable increases, the other will decrease.   
A point-biserial correlation was run to determine the relationship between 
students’ grade (fourth or fifth) and their self-reported grade in science.  The means for 
the dependent and independent variables were computed and compared to determine if a 
relationship existed between the two variables.  There was a negative correlation between 
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students’ grade (fourth or fifth) and their self-reported grade in science (rpb = -.188, n = 
1,056, p = .001), indicating that if one variable increases, the other will decrease.   
A point-biserial correlation was run to determine the relationship between fourth 
and fifth students and their self-reported grade in English language arts.  The means for 
the dependent and independent variables were computed and compared to determine if a 
relationship existed between the two variables.  There was a positive correlation between 
fourth and fifth grade students and their self-reported grade in English language arts, 
which was statistically significant (rpb = .294, n = 1,465, p = .001), indicating that an 
increase in one variable is likely to be accompanied by an increase in the other.       
A point-biserial correlation was run to determine if there was a relationship 
between students’ grade (fourth or fifth) and their total self-efficacy score.  Means were 
computed and compared to determine if a relationship existed between students’ grade 
(fourth or fifth) grade and their level of self-efficacy.  There was a positive correlation 
between students in both fourth and fifth grade and their level of self-efficacy, which was 
statistically significant (rpb = .272, n = 939, p = .001), indicating that an increase in one 
variable is likely to be accompanied by an increase in the other.       
Pearson’s r correlations. The product-moment correlation coefficient (Pearson’s 
r) correlation is run to determine if there is statistical significance between one 
dichotomous variable and another dichotomous variable.  This dissertation applied 
Pearson’s r correlation to analyze any statistically significant linear relationship between 
student’s self-efficacy scores and teacher ethnicity.  Data from this correlation suggested 
that students’ total self-efficacy scores and teachers’ ethnicity had a statistically 
significant linear relationship (p < .001).  The direction of the relationship was positive, 
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meaning that these variables tend to increase together (i.e., greater self-efficacy scores are 
associated with the dominant ethnicity). 
Furthermore, a Pearson’s r correlation was run to find a statistically significant 
linear relationship between students’ perception that “no one cares if I do well in school” 
and their grade level in school.  The direction of the relationship was positive (p < .001), 
meaning that these variables tend to increase together (i.e., as students move up in grade 
level their perception that no one cares if they do well in school continues to increase), 
especially important to the premise of this dissertation study.   
Summary of Results 
During the 2019-2020 academic school year, a paper-based survey was 
distributed to students in108 classrooms who had one teacher for English language arts, 
math, science, and social studies in urban schools.  The purpose was to determine if there 
was statistical significance between teacher gender, teacher ethnicity, and students’ self-
reported level of self-efficacy which could potentially affect the academic performance of 
fourth and fifth grade students in urban schools.  The survey included 30 questions 
related to the three subscales of talent, context, and effort and four questions related to 
previous report card grades in the areas of English language arts, mathematics, science, 
and social studies.  There were 1,487 usable responses (n = 1,487)  for the research 
analysis. 
The survey data examining whether teacher gender and teacher ethnicity affect 
fourth and fifth grade student self-efficacy were analyzed using descriptive statistics, 
frequency distributions, and one-way ANOVAs.  The data analysis and findings deny 
null hypothesis H1 for fourth grade but affirm the null hypothesis H2 for fifth grade.  The 
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data analysis and findings affirm null hypothesis H3 for fourth grade and affirm null 
hypothesis H4 for fifth grade.  The results also revealed that there was statistical 
significance between the gender and ethnicity of the teacher of fourth-grade students, 
denying null hypothesis H5, but there was no statistical significance between the 
teacher’s gender and ethnicity of fifth grade students, affirming hypothesis H6.    
Chapter 5 presents the implications for the data results, the limitations of this 






Chapter 5: Discussion 
Introduction 
The purpose of this study was to examine if there was statistical significance 
between teacher gender, teacher ethnicity, and self-reported self-efficacy levels of 
students in fourth and fifth grade in urban schools.  The study sought to uncover if 
teacher gender and teacher ethnicity impacted student self-reported self-efficacy levels, 
therefore, potentially affecting student academic performance in school.    
Immense amounts of empirical support identifying and describing the barriers that 
contribute to the incessant academic underachievement of students residing in urban 
neighborhoods exist.  In comparison to schools of opposing socioeconomic status, 
conditions in urban schools are abysmal.   
Through self-efficacy, student academic performance as it relates to teacher 
gender and teacher ethnicity was investigated in this research study.  This dissertation 
study utilized Bandura’s (1977) social cognitive theory as the theoretical framework for 
exploring whether a relationship existed between teacher gender, teacher ethnicity, and 
student self-reported self-efficacy.  Specifically, within the social cognitive theory, the 
concept of self-efficacy provided cohesion to this dissertation study by connecting the 
concept of self-efficacy to academic performance.  The concept of self-efficacy was used 
to determine if there was statistical significance between teacher gender, teacher 
ethnicity, and academic performance of fourth and fifth grade students in urban schools.  
To further understand these factors, the following null hypotheses were posited: 
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H1.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender of their teacher and the self-reported self-efficacy level of students. 
H2.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender of their teacher and the self-reported self-efficacy level of students. 
H3.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the ethnicity of their teacher and the self-reported self-efficacy level of students. 
H4.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the ethnicity of their teacher and the self-reported self-efficacy level of students. 
H5.  For fourth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender and ethnicity of their teacher and the self-reported self-efficacy level 
of students. 
H6.  For fifth grade students in urban schools who have one teacher for English 
language arts, mathematics, science, and social studies, there is no statistical significance 
between the gender and ethnicity of their teacher and the self-reported self-efficacy level 
of students.       
A discussion of the implications for the data, limitations of the research, and 





The dissertation study quantitatively examines if there is statistical significance 
between teacher gender, teacher ethnicity, and fourth and fifth grade student self-reported 
levels of self-efficacy.  The details of these analyses were presented in Chapter 4 while 
key findings are considered in this chapter.  
As discussed in Chapter 4, the null hypotheses were analyzed quantitatively with 
descriptive statistics, frequency distributions, and one-way ANOVAs to draw conclusions 
from 1,487 respondents to a 34-question, paper-and-pencil survey.  The survey was 
distributed to fourth and fifth grade students in 104 classrooms in two urban school 
districts.  Inferential statistics were used to determine if a relationship existed between 
teacher gender, teacher ethnicity, and students’ self-reported self-efficacy.  The means 
and standard deviations for the self-efficacy of fourth and fifth grade students were 
calculated while the relationship between student academic performance as it relates to 
teacher gender and ethnicity was also investigated.   
Teacher gender and self-efficacy. The findings for null hypothesis H1 indicated 
statistical significance between self-efficacy levels of fourth grade students and teacher 
gender, denying null hypothesis H1.  Pre-service teachers entering the teaching 
profession are typically female, White, heterosexual, and middle-class (Sleeter, 2008).  
These characteristics may not match those of the students attending urban schools who 
live in urban environments which they aim to educate.  For fourth grade students in urban 
schools the gender of their teacher is significantly correlated with their self-reported self-
efficacy.  To fourth graders, the gender of their teacher matters and could potentially 
affect the academic performance of those students.   
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Male students encompassed almost 50% of survey participants, while there were 
only 23.8% male teacher participants.  More than one-half of the students enrolled in 
School District One were male.  Scholarly articles have highlighted single-sex versus co-
educational student classrooms (Else-Quest, Peterca, 2015; Hoffman, Badgett, & Parker, 
2008; Pahlke, Hyde, & Allison, 2014), focusing on the sex of the students in the 
classrooms, but scholarly research has not concentrated on both single-sex student and 
teacher classrooms.  Results from the data analysis of this dissertation study implies that 
it is important for fourth grade students to be taught by both male and female teachers.   
Teacher gender, teacher ethnicity, and self-efficacy. There was also statistical 
significance between fourth grade teacher gender and teacher ethnicity and student’s self-
reported self-efficacy, denying null hypothesis H5.  Research has proven that cultural 
dissension between home and school leads to poor student educational outcomes for 
students (Cartledge & Kourea, 2008).  Cartledge & Kourea’s study emphasized the 
significance of finding ways to teach culturally and linguistically diverse student 
populations, especially those at risk for disproportionate academic failure, among other 
issues.  In urban schools, teachers are required to not only teach the curriculum, but to 
“educate all children – including those from increasingly diverse economic, racial, 
linguistic, and academic backgrounds” (NCATE, 2010, p.1).     
Non-White ethnicity was one of Haberman’s (1995) seven “star” attributes that he 
attributed to effective teaching in urban environments.  Of the 1,487 total survey 
respondents, 86.3% of students identified their teacher as White, while 13.4% were Non-
White.  There were 47% Non-White student respondents.  Though almost one-half of 
student respondents were Non-White, there was a disproportionate number of Non-White 
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teachers to Non-White students.  Teachers who share similar gender and ethnicity as the 
students they teach may be able to relate learning material to factors that are relevant to 
students, as well as to the student’s culture.   
Student grade and self-efficacy. Data analysis resulted in a positive, statistically 
significant correlation between student’s grade (fourth or fifth) and their level of self-
efficacy, consistent with Bandura’s (1977) research.  In educational settings, self-efficacy 
refers to a student’s belief in their ability to perform certain educational tasks at specified 
levels.  Students in both fourth and fifth grade believe they possess the skills to organize 
and implement courses of action to accomplish specific educational performances.  What 
is unknown is whether self-efficacy affects grades or if grades affect self-efficacy, one of 
the research criticisms relating to self-efficacy theory.  Research critics have indicated 
that participants’ performance in any activity attributed to self-efficacy may not be due to 
a current, situational “can do” attitude, but rather, successful past performance, in any 
process, that generates success in participants (Vancouver et al., 2001; Vancouver et al., 
2002).  It is important to note that research has also shown that high levels of self-
efficacy devoid of fundamental skills does not assure achievement.     
It should be taken into consideration the teacher demographics students feel will 
aid in their academic success.  If students are given the ability to give their perspective on 
what teacher demographics assist them in being productive in school, those desired 
teacher demographics can be targeted by teacher preparatory programs and school 
districts in an attempt to ensure student success.  Continuing to distribute resources 
towards recruitment of teachers with specific demographics without student input is 
counterproductive and not in the best interest of students, especially urban students.  
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Purposeful and practical allocation of resources should be considered to support teaching 
and learning.   
Data from this dissertation study could be used to target recruitment practices 
based on student preference for academic success.  It is clear, according to the data 
analyzed in this dissertation study, that fourth grade students have a favorable perception 
of a particular teacher gender and teacher ethnicity they feel can affect their self-efficacy, 
hence, those attributes could have a positive influence on their academic performance.  
Resources should be allocated to ensure that recruitment practices include employing 
teachers that fourth graders feel they need, which could aide in minimizing, or even 
closing, the achievement gap for that grade level.  The results from this study highlight 
the importance of teacher recruitment and teacher retention for better academic outcomes 
for urban students. 
Limitations 
The empirical results reported should be considered in light of some limitations. 
Survey administration. Opt-out consent was proposed as a more practical way to 
obtain participants’ consent for this research study which could have potentially included 
approximately 4,000 participants across 27 schools.  Families of students who attend 
urban schools have many challenges that are not common in more affluent school 
districts.  Utilizing an opt-out consent method allowed the researcher to directly 
communicate with families who may be eager to partake in the survey, but not eager to 
take the obligatory initiative required for opt-in approaches.  The opt-out method 
maximized the chances of engaging families in participating in the research study and 
obtaining information from this generally marginalized, underrepresented group of urban 
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student participants.  Informed, active consent, (or opt-in), has been shown to limit 
participation in research studies.  The opt-out, passive consent option was the better 
choice to increase student participation in this research study (Junghans, Feder, 
Hemingway, Timmis, & Jones, 2005).  Risks for the participants in this study were very 
low.  An opt-out arrangement, or passive consent, was the preferred procedure to ensure 
that participants were provided choice for this study.  Passive consent was an effective 
process that empowered participants to decline participation if they chose to.  The opt-out 
methodology respects personal autonomy and provides the necessary information for 
families to make an informed decision, however, opt-in was the preferred method of 
consent for some of the administering teachers of the MJSES survey.   
The opt-out consent form used for this study was met with scrutiny by some of 
the administering teachers, despite phone and email communication explaining the 
laborious Institutional Review Board process.  Some teachers voiced their intent to refuse 
to participate even after research approval was granted by the principal, superintendent, 
and/or Shared Accountability office to be conducted within eligible classrooms.  The 
actions of some teachers resulted in blank surveys and/or entire classroom opt-out 
consent forms being filled out, causing lower survey responses, possibly revealing 
teachers’ implicit and explicit biases towards consent and survey completion.  Teachers 
should see the interconnectedness of gender, ethnicity, diversity, and teaching.  There 
may be teachers who do not fully understand how those characteristics are related to the 
achievement gap and how they have the power to contribute to narrowing or helping to 
eliminate it in urban schools.  They may not grasp the impact of the inequalities and 
inequities that exist in education and how they further contribute to the achievement gap.  
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Furthermore, by obstructing efforts to alleviate the achievement gap, they may not realize 
how they could be causative to the problem.   
In the participating districts, several school principals prohibited fourth and fifth 
grade classroom involvement in the research study within their buildings.  One excuse for 
exclusion were that students were already tasked with survey completion from various 
researchers and principals did not want to “make the students fill out another survey.”  
Other excuses were that school buildings were preparing for New York State testing, time 
was not available in the master schedule to allow for survey completion, and it would be 
too much work for the students or the potential participating teachers to administer the 
survey.   
Principals could have also had research predispositions.  They could have been 
concerned with the information gleaned from student responses negatively impacting 
their role, specifically since this research was centered around gender, ethnicity, and 
urban student academic performance.  Administration of the survey could have shattered 
their perception of their administration of the building. 
Reliability. The Morgan-Jinks Student Efficacy Survey is reliable.  In the 
literature this survey has an overall reliability coefficient that is considered good at .82, 
however, when data analysis was run within this study, the reliability coefficient was .589 
overall.  The reliability coefficient for talent was .441, the reliability coefficient for 
context was .556, and the reliability coefficient for effort was .185.  While there are three 
subscales for the survey that represent talent, context, and effort, reducing those to 
specific individual items per subscale would have affected the reliability of this 
dissertation study, putting this research study outside the range of acceptability.  At .589, 
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this research study is minimally at that point of acceptability.  For this dissertation study, 
the overall reliability of the MJSES exceeded reliability in any of the three subscales – 
talent, context, and effort.  The survey is more reliable as a 30-point scale than it is with 
any of the individual subscales.   
A point-biserial correlation was run which resulted in a relationship between the 
grade level of both fourth and fifth grade students and their total self-efficacy score.  That 
result indicated that an increase in one variable is likely accompanied by an increase in 
the other.  Additionally, there was a positive, statistically significant linear relationship 
between student’s self-efficacy scores and teacher ethnicity, also indicating that both 
variables tend to increase together.  Data from both the point-biserial and Pearson’s r 
correlations were a result of treating the MJSES as a total score.       
Context. Research context provides the lens through which the study and its 
methodological approaches, data analysis, conclusions, implications, and 
recommendations can be viewed; it gives meaning to the research study and aides in 
understanding what happened and why it happened in the research study.  In this 
dissertation study, an imbalance existed in the context of the research.  Most of the 
students surveyed identified the ethnicity of their teacher as White.  There was a scarcity 
of Non-White teachers in fourth and fifth grade classrooms.  Overall, classrooms are 
lacking Non-White teachers.  According to student respondents, 86.3% of fourth and fifth 
grade teachers were White, and 52.6% of fourth and fifth grade students were White.  
Teachers influence academic outcomes of students, yet more than one-half of the students 
surveyed were taught by White teachers in urban schools, schools which reside in urban 
neighborhoods.  Based on the data analysis in this research study, teacher ethnicity could 
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substantially impact urban academic achievement, but this study did not have enough 
Non-White teacher participants to make that argument.   
Other relevant factors. An area of discussion related to this research study 
centered around the fact that the MJSES was administered to 9-12-year-old, fourth, and 
fifth grade students.  The perception of fourth and fifth grade students was requested, 
based on their ages and grades.  Eder’s (1990) study concluded that although students in 
lower grade levels may have psychological concepts of themselves, including a sense of 
self at a young age, expressing it would be difficult, therefore, researchers would not be 
able to record it.  This could potentially limit the accuracy of measuring self-efficacy in 
students’ in lower grade levels.  Student answers could contain human error or even 
purposeful human error.  Validity is questioned with fourth and fifth grade student 
responses.  Students were encouraged to give their perception of their own and their 
teacher’s gender and ethnicity and could have misidentified gender or ethnicity for either.  
Although the Minor Assent Form assured students there would be no negative 
consequences for choosing not to participate, students still may have answered in the 
affirmative, providing overall positive answers, feeling that if they answered negatively 
they would suffer an adverse reaction from their teacher.  While the teacher 
administration directions specified that students who could read the survey could 
complete the survey independently, there may have been students who needed additional 
support with reading the survey to complete it.  A lack of adult assistance in reading the 
survey if help were required could have also skewed the results.   
Many of the elementary students replied to the survey with socially appropriate 
responses to statements such as “my teacher thinks I am smart” and “I am smart,” yet 
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when students were asked whether they would graduate from high school, only 60.3% of 
respondents agreed.  While collecting survey data, teachers specified they were 
dumbfounded by the responses of some of their fourth and fifth grade students whom the 
teachers acknowledged as having high self-efficacy to flourish academically, when in 
fact, 64.7% of student respondents agreed with the statement that asked if they would quit 
school as soon as they could. 
The reverse-coding of some of the statements should be reconsidered.  On the 
MJSES scale the statement “no one cares if I do well in school” is reverse-coded and 
59.3% of student respondents agreed with that statement.  If students don’t pay attention 
and answer questions using the Likert-scale values associated with all other questions by 
associating a particular number with a value, they are likely to choose a value they may 
not agree with for a question that is important to the survey and data analysis of the 
survey.  This should be considered when administering Likert-style surveys to young 
children.  Furthermore, student respondents may not have understood what the statement 
was asking.  If questions are misunderstood, respondents can answer based on their 
interpretation of what is being asked, answering the question as they understand it.  That 
interpretation allows respondent perception to be introduced into the questionnaire as 
well as the respondent’s personal biases in self-reporting their responses. 
Recommendations 
The findings provide new contributions to research relating to teacher gender, 
teacher ethnicity, and student learning as they relate to academic performance in urban 
schools.   
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Recommendations for institutional leaders. Data analysis from this dissertation 
study revealed there is statistical significance between gender and self-efficacy for fourth 
grade students.  Institutional leaders could assign teachers to fourth grade classrooms 
based on gender.  Leaders could further support fourth graders by assigning support staff 
in the classrooms that reflect the gender of all the students.  Support staff includes, but 
are not limited to, resource teachers, teaching assistants, special education teachers, and 
any other staff member that is in a similar role as the teacher.  Having support personnel 
and teaching staff who mirror the gender of the students could potentially increase 
student’s self-efficacy, which could affect academic performance.  Institutional leaders 
could ensure that personnel is available for gender-specific classrooms by continuing to 
promote the “Career Ladder” program, a program that allows employees to attain a 
teaching degree, recruiting for classrooms of students who could excel academically with 
a teacher of the same gender.     
Also, gender-specific programming should continue.  Presently, one of the school 
districts in this study offers a gender-specific program that is intended to support the 
purpose and passion of adolescent boys assisting them in becoming men of distinction by 
helping them to develop their love of learning, imparting veracity in their direction, and 
giving them chances to build healthy relationships with their peers and others.  Likewise, 
in the same school district, another program was designed to give girls access to regular 
enrichment by building their self-worth, teamwork, and leadership skills.  These 
programs for both boys and girls should remain a part of the extracurricular curriculum.   
School districts should stimulate the growth and dissemination of research-based 
knowledge about the problem of the achievement gap and its potential solutions.  School 
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districts can also make a conscious effort to provide professional development designed 
to inform educators about their implicit bias and the disparate impact it has on their 
students.    
School districts and Institutional Review Boards should support existing and 
potential internal and external research, especially research that could aid in narrowing 
the achievement gap, but both school districts and Institutional Review Boards are 
hesitant to allow external researchers access to research with kids.  Although the student's 
voice is important, researchers who wish to conduct research involving human subjects 
are either reluctant to pursue research with students or prevented from doing so because 
of the scrutiny associated with speaking with students.  People, including educational 
institutional leaders, are often led by our emotions, rather than data.  The research and 
data that comes from the research are feared.  It could reveal things that we do not want 
to admit are happening.  This research highlights the importance of bringing data and 
research to districts, which often is not done.  School districts do not have the resources 
to conduct research that could benefit their district.  They are reliant upon professional 
researchers to conduct this type of research, but districts and teacher preparatory 
programs need to think about the questions that need to be asked to thoughtfully provide 
the best outcomes for students.  This dissertation has highlighted some important 
significances about grade level, subject level, gender, and ethnicity.  School districts and 
teacher preparatory programs must actively engage in seeking out and utilizing research 
for the academic advancement of their students.  School districts and teacher prep 
programs must be willing to see actual data, and seeing actual research, even if it goes 
against what they may believe, emotionally or contextually.  This research dissertation 
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resulted in fourth grade students revealing that they felt their self-efficacy levels were 
affected by having a teacher that was of the same gender as the student.  To some, this 
may feel wrong, but to the students who deserve to have what they need to excel, it 
should feel like the right thing to do in urban school districts.  It is worthy to see if it can 
affect the achievement gap.  Gender segregation does not feel like the right thing to do 
and certainly does not feel like the right thing to do when gender segregation is coupled 
with racial segregation.  Those two ideas do not have to be the same.  Districts and 
teacher preparatory programs need to spend time being open to exploring not only 
existing research but also to spending some of their resources to research their districts to 
uncover the things that matter, especially the things that students highlight the need to 
have to achieve academic success.  
Lastly, education institutions should recruit from leadership programs that 
develop the importance of research.  Research programs show the value of research.  The 
content of the research is important, but more important is the disposition toward the 
importance of research and how to conduct it.  Institutions should demand it out of 
constituents for the betterment of the students they serve.  Institutions must be willing to 
demand a strong research background as a part of an applicant’s repertoire. 
Recommendations for policy. To lessen the achievement gap disparity within 
urban schools in the United States, there are recommendations for policy change.   
Cultural responsiveness. As it relates to educational institutions, cultural 
competence encompasses appreciating diversity, having the capability for cultural self-
assessment, having established cultural awareness, having advanced variations to service 
delivery, and reflecting and having an understanding of cultural diversity (Cross et al., 
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1989).  Teachers must take a more active role than they have ever before to reach and 
teach students of all ethnic backgrounds.  There is a need to institute or continue 
culturally responsive education, primarily since some of the research null hypotheses 
were denied.  According to the data in this study, students feel the gender and ethnicity of 
their teachers affect their self-efficacy.  For this reason, as it relates to ethnicity, teachers 
should be equipped to work cross-culturally if they do not share their student’s ethnicity, 
prepared to provide culturally relevant teaching to students from all ethnic backgrounds.   
This information is helpful for teacher recruitment institutions and college 
preparatory programs.  For colleges, it is not just about graduating people of color.  It is 
about graduating people of color who possess the unique, but essential, disposition that 
they can make a difference and that they are required to make a difference if they choose 
to enter the teaching profession.  Though significance existed when testing the different 
variables, hiring institutions must reach beyond the demographic of potential educators, 
seeking teachers that have that exceptional, yet vital, disposition required to reach and 
teach students, especially urban students.  Student performance could increase if pre-
service teachers are recruited who have the desire, as well as the disposition, to teach in 
urban schools (Ronfeldt et al., 2013). 
Educational institutions should hire educators who have experience teaching in 
culturally and racially diverse classrooms.  Teachers with this expertise can bring their 
knowledge into the classroom and assist in preparing pre-service teachers.  It should be 
required that newly hired educators work with veteran teachers, especially those with 
cultural and racial diversity expertise, to learn how to manage an urban classroom.  That 
training should not consist of reading literature or checking for understanding from a 
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recorded video.  The training should involve hands-on work time in a classroom properly 
designing classroom systems, processes, and procedures that will effectively benefit all 
students of diverse backgrounds.  When educators are held accountable for the academic 
achievement of populations they have never interacted with, mainly due to a lack of 
proper, hands-on training, that is a major contributor to the achievement gap in urban 
schools.                         
Educational connection to COVID-19. Infectious diseases kill hundreds, 
sometimes thousands, decimating local economies, and triggering panic around the 
world.  The current world health pandemic that is being experienced is unprecedented.  It 
is likely that life as we knew it will no longer exist.  The ecosystem, as we knew it, has 
been completely uprooted and our current situation is uncertain.  Social and physical 
distancing and mask-wearing in public places and spaces will continue to be the norm for 
the foreseeable future.  However, optimism does not have to be lost.  With determination, 
reaching and teaching our students, especially those in urban environments, does not have 
to be limited to reaching and teaching as we knew it before this health pandemic.  This 
pandemic has proven that we can let students explore the world, and we can bring the 
world to them, with technology.  When students return to school and have the technology 
required in school buildings or classrooms, educators can take students into the world to 
experience different teacher demographics, digitally.  Fulfilling students' desire to have 
teachers who are of the same gender and ethnicity does not have to be limited by what 
educators look like within the school building.  Students can be taken out into the world, 
experiencing different genders and ethnicities, both within the classroom and outside of 
the classroom, by bringing educators into the classroom by way of technology.  This 
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pandemic has proven that possibility.  When the world returns to some level of normalcy, 
hopefully, what has been learned during this time will not be lost; that it will be 
remembered that it is possible to make learning environments richer and more diverse, 
without necessarily having to recruit and/or hire educators to narrow the achievement 
gap.  The pandemic has had an enormous negative impact in many ways, but it has 
opened the door to investigate opportunities to create positive impacts.       
Within the boundaries of this dissertation study, for fourth grade students, 
statistical significance was present when comparing it to students’ level of self-efficacy 
regarding teacher gender and teacher ethnicity.  Given the impact of this pandemic, the 
field of education now has the opportunity to have diversity among teachers and 
administrators, even if that opportunity does not exist in person.  To date, almost 15% of 
the population is unemployed.  To date, more than 30 million (and counting) claims for 
unemployment insurance benefits have been filed and many of the people relying on 
those funds for survival reside in urban neighborhoods.  With so many people struggling, 
this pandemic is affecting and will continue to affect, sources of financial assistance for 
potential teachers entering the field of education.  There will not be as much money from 
foundations, universities, and colleges to support people of color going to college.  While 
the research shows there is statistical significance between gender and ethnicity and 
student’s self-efficacy levels in fourth grade, it is questionable if there will be many 
people from diverse backgrounds entering into the teaching profession simply due to 
financial constraints, and also due to not being financially supported by foundations, 
universities, and colleges.  This will affect potential applicants at all levels, including 
potential fourth grade teachers, who could fill the role that the participating students in 
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this dissertation study said was significant in increasing their self-efficacy levels, 
therefore, increasing academic performance, and assisting in narrowing the achievement 
gap.  It will be hard to recruit people of color for teaching programs.   
Recommendations for future research. This study provides a foundation for 
further examination into whether the self-efficacy beliefs of students in urban schools 
relating to teacher gender and ethnicity can affect the academic performance of students.  
Further research may include a deeper examination of the three subscales contained in the 
MJSES, to see if reliability shifts.  The validity and reliability of the MJSES has been 
determined to be valid and reliable by the DeVellis (1991) handbook of scale 
development.  The reliability of this research study was .589, making this research study 
minimally acceptable.  For this study, overall scale reliability exceeded reliability in any 
of the three subscales contained within the scale – talent, context, and effort.  Future 
analysis may be conducted at the subscale level to see if different nuisances can be found 
or uncovered.   
A more comprehensive study could be performed by expanding the pool of study 
participants to include additional participants, especially older, middle to high school-age 
participants.  The students that participated in this research study were 9-12-year old 
fourth and fifth grade students.  Perhaps with older study participants, the results would 
be different due to older students having the ability to provide a more unique perspective 
based on a long educational career.   
A qualitative look into the perspective of middle to high school-age students 
could be achieved by conducting student interviews which could provide more authentic 
responses.  Face-to-face interviews would not be as objective as paper and pencil 
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responses.  Students could give verbal answers, offering a different response type, 
utilizing a qualitative approach.   
Further qualitative research may be conducted by utilizing a different survey or 
the existing survey tool could be altered to be administered with older, grade level 
students.   
Conclusion 
The results of the quantitative study conducted with fourth and fifth grade urban 
school students in two city school districts contributes to the existing research for 
understanding student perception regarding what helps them excel academically.  It also 
provides a foundation for further examination into specific teacher demographics that 
affect student self-reported self-efficacy in school.  Chapter 1 discussed the low 
achievement of students in urban schools and many reasons for the achievement gap 
between urban school students and their suburban counterparts.   
Chapter 2 reviewed the research literature for further understanding academic 
underperformance.  The literature review overwhelmingly supported the theory of self-
efficacy and its tie to academic performance.  The literature review found no research 
exists which examines the role of specific teacher demographics relating to self-reported 
self-efficacy of urban school students and its relationship to students’ academic 
performance. 
The research design and methodology to further understand the urban 
achievement gap were described in Chapter 3.  The quantitative study used a Likert scale 
survey tool, Morgan-Jinks Student Efficacy Scale, that was paper-based and distributed 
to 104 fourth and fifth grade teachers in two urban school districts.  Demographic 
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information such as teacher gender, teacher ethnicity, student gender, student ethnicity, 
student grade (fourth or fifth), and student age were also collected.  Descriptive and 
inferential statistics were used to analyze the 1,487 responses.  Descriptive statistics and 
frequency distributions were used to describe the data, and one-way ANOVA’s were 
utilized to test statistical significance between dependent and independent variables.   
Chapter 4 presented the analysis and results of the null hypotheses related to 
statistical significance between independent variables, teacher gender, and teacher 
ethnicity, and the dependent variable, self-efficacy.  Six null hypotheses guided the 
research study.  The data analysis and findings deny null hypothesis H1 for fourth grade 
but affirm the null hypothesis H2 for fifth grade.  The data analysis and findings affirm 
null hypothesis H3 for fourth grade and affirm null hypothesis H4 for fifth grade.  The 
results also revealed that there was statistical significance between the gender and 
ethnicity of the teacher of fourth grade students, denying null hypothesis H5, but there 
was no statistical significance between the teacher’s gender and ethnicity of fifth grade 
students, affirming hypothesis H6.   
The implications of the findings, limitations of the research, and 
recommendations for practice, policy, leaders, and further research were presented in 
Chapter 5.  The research indicates that there is a need to make improvements around the 
gender and ethnicity of educators who teach in urban schools.  Additionally, according to 
the data, fourth and fifth grade student’s self-efficacy increases as their grade level 
increases.  This study’s results align with other studies whose data has shown that self-
efficacy is positively correlated with student academic performance.  The data from this 
dissertation study showed that in certain grade levels the students’ level of self-efficacy is 
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connected to the gender and ethnicity of the teacher and the students’ gender and 
ethnicity.      
In conclusion, the achievement gap affects the well-being of the entire country, 
not just students attending urban schools.  The grim data picture that is painted academic 
year after academic year proves there is an enduring crisis in the urban education system.  
The statistics and data prove that educational trajectories and opportunities for students in 
urban schools are devoid of student opinion of what they believe is important in helping 
them excel academically.  Student insight warrants attention, and they should be provided 
opportunities to dynamically influence their education.  If students are allowed to voice 
their opinion, they could offer meaningful commentary on the educational environment 
and other issues that could impede their success.  The result of this study is a call for 
action from the institutional leaders and education stakeholders to be cognizant of the 
contribution the variables discussed in this study have the potential to make to teaching 
and learning.  Educators have the power to create and nurture environments so that they 
are fully involved in providing the kinds of educational experiences that promote student 
learning, giving urban students an equitable chance to succeed.   
All students tend to be inspired by role models they can relate to.  This is 
especially true for urban students.  Teacher gender and ethnicity is important to student 
self-efficacy.  It is important to invest and reinvest, in creative ways to narrow the 
achievement gap that urban school students are experiencing for many reasons.  Urban 
students are impacted by the lack of optimism that their more affluent peers receive and 
must persevere to meet academic expectations with many odds stacked against them.  
The education that low socioeconomic status, urban students receive in public schools is 
110 
clearly inadequate, making them unable to compete with their medium-and high-income 
peers.  Underserved students need quality teachers, strong advocates, and decent working 
conditions.  Skills and experience should be gained early in an educator’s career to assist 
with better connecting with diverse, inner-city, low-income students, who often have the 
greatest needs, and generally have the least support.  School personnel should be 
representative of the communities in which they exist.  They should be representative of 
the student body.  If not, it points to a systemic inequity that needs to be addressed 
through a social justice lens because diversity benefits students.  Data shows that students 
of color who have at least one teacher of color in their academic career could have better 
academic outcomes and score higher on tests (Gershenson, Hart, Hyman, Lindsay, & 
Papageorge, 2018).  However, urban schools are not only comprised of students of color, 
and they are not the only students who could potentially benefit from hiring teachers of 
color.  All students show enhanced critical thinking and problem-solving skills when 
taught by diverse teachers.  If a student does not connect with a teacher, they are less 
likely to learn.  They are less likely to take what the teacher says as honest, or right.  
Productivity is higher and student performance in school improves if you have a teacher 
that looks like you; one that instills the confidence in students to have a “can-do” attitude.        
Education has always been viewed as the vehicle through which people could rise 
above the social and economic circumstances which may have created longstanding 
obstacles to reaching their capacity as individuals and contributing citizens.  Education is 
and will continue to be, one of the primary means by which inequality, and inequity, can 
be addressed.  Results from this study indicate the necessity for a shift from an emphasis 
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on resources as a means for advancing student academic performance to an emphasis on  
service delivery to urban students. 
Teacher preparatory programs and educational institutions must begin to address 
the needs of culturally and linguistically diverse student populations in urban schools.  In 
doing so lies the ability to impact student learning which is especially important because 
students recognize key contributors to their academic accomplishments.  Students 
remember the teachers and key educational contributors who motivated them to push 
harder and achieve academic success; to grapple with and persevere through difficult 
tasks.   
We must strive to enact lasting change, working diligently to provide whatever 
support and resources are necessary to all current and future educators.  This will ensure 
that urban students are taught by equitable, welcoming, and diverse teachers willing to 
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New York State Education Department (2018) Definition of Performance Levels for the 
2018 Grades 3-8 English Language Arts Tests  
 
NYS Level 1: Students performing at this level are well below proficient in standards for 
their grade.  They demonstrate limited knowledge, skills, and practices embodied by the 
New York State P-12 Common Core Learning Standards for English Language 
Arts/Literacy that are considered insufficient for the expectations at this grade. 
NYS Level 2: Students performing at this level are partially proficient in standards for 
their grade.  They demonstrate knowledge, skills, and practices embodied by the New 
York State P-12 Common Core Learning Standards for English Language Arts/Literacy 
that are considered partial but insufficient for the expectations at this grade.  Students 
performing at Level 2 are considered on track to meet current New York high school 
graduation requirements but are not yet proficient on Common Core Learning Standards 
at this grade. 
NYS Level 3: Students performing at this level are proficient in standards for their grade.  
They demonstrate knowledge, skills, and practices embodied by the New York State P-12 
Common Core Learning Standards for English Language Arts/Literacy that are 
considered sufficient for the expectations at this grade. 
NYS Level 4: Students performing at this level excel in standards for their grade.  They 
demonstrate knowledge, skills, and practices embodied by the New York State P-12 
Common Core Learning Standards for English Language Arts/Literacy that are 




Scale Score Ranges Associated with Performance Levels 
 
Grade NYS Level 1 NYS Level 2 NYS Level 3 NYS Level 4 
    3 530-582 583-601 602-628 629-655 
    4 532-583 584-602 603-618 619-654 
    5 509-593 594-608 609-621 622-661 
    6 514-589 590-601 602-613 614-657 
    7 511-590 591-606 607-622 623-654 







Active Consent Family Letter 
Dear Families, 
 
I am a teacher at XXXXXX School and a doctoral candidate at St. John Fisher College conducting research 
on ways to improve student performance in urban schools based on the demographics of the teachers who 
educate them.  My targeted student population are 4th and 5th grade students and I would like your child to 
participate in a brief survey, which will provide useful information from a student’s point of 
view/perspective on ways we can make their educational experiences more productive.  In conjunction with 
your child’s teacher, surveys will be administered during the months of XXXXX & XXXXX 2020, 
excluding administration in my personal classroom at Frazer School.   
 
As the researcher, I will be the only individual to have access to the information collected in the survey, 
which will be kept in locked storage for a period of three years following completion of the research. Your 
child’s responses will remain confidential. You have a right to review a copy of the survey and I would be 
excited about sharing the results of my research with you soon! 
 
I believe this study has no more than minimal risk and participation in this research is voluntary and you 
may rescind your permission at any time; your child can refuse to participate with no negative 
consequences.  Your child may not directly benefit from this research; however, I am optimistic that your 
participation in the study will help develop better methods of delivering instructional services for all 
children in the future. 
 
IF YOU DO NOT WANT YOUR CHILD TO COMPLETE THE SURVEY, PLEASE RETURN THIS 
FORM BY XXXXX 7, 2020, INCLUDE YOUR PRINTED NAME AND SIGNATURE, and return this 
permission slip to school with your child.   
 
If you have any questions about this research or would like to review the survey prior to providing consent, 
please feel free to contact me personally, at XXXXXX School at 315-XXX-XXXX. 
       
 
_____NO, I do NOT give my child, (student’s name here) ____________________________permission to 
participate in the survey. 
 











Morgan-Jinks Self-Efficacy Scale 
Teacher Gender:  MALE     OR      FEMALE   (circle ONE GENDER)  
 
Teacher Ethnicity:  White   OR   Non-White   (circle ONE ETHNICITY) 
 
Student Gender:  Girl   OR   Boy  Student Age: _________  
 
Student Ethnicity:  White   OR   Non-White   (circle ONE ETHNICITY) 
 
Student CURRENT Grade:   4th   OR   5th   (circle ONE GRADE) 
 
Directions: Using the Likert scale below, circle the answer that best represents your on-the-spot 
belief about each statement 
 
Statement Really Agree Kind of Agree Kind of Disagree Really Disagree 
1. I work hard at school. 1 2 3 4 
2. I could get the best 
grade in class if I tried. 
1 2 3 4 
3. Most of my classmates 
like to do Mathematics 
because it is easy. 
1 2 3 4 
4. I would get better 
grades if my teacher liked 
me better.   
4 3 2 1 
5. Most of my classmates 
work harder on their 
homework than I do.   
4 3 2 1 
6. I am a good Science 
student.   
1 2 3 4 
7. I will graduate from 
high school.  
1 2 3 4 
8. I go to a good school.  1 2 3 4 
130 
9. I always get good 
grades when I try hard. 
1 2 3 4 
10. Sometimes I think an 
assignment is easy when 
the other kids in class 
think it is hard. 
1 2 3 4 
11. I am a good social 
studies student. 
1 2 3 4 
12. Adults who have good 
jobs were probably good 
students as kids.    
1 2 3 4 
13. When I am old 
enough, I will go to 
college. 
1 2 3 4 
14. I am one of the best 
students in my class. 
1 2 3 4 
Statement Really Agree Kind of Agree Kind of Disagree Really Disagree 
15. No one cares if I do 
well in school. 
4 3 2 1 
16. My teacher thinks I am 
smart. 
1 2 3 4 
17. It is important to go to 
high school. 
1 2 3 4 
18. I am a good 
mathematics student. 
1 2 3 4 
19. My classmates usually 
get better grades than I do. 
4 3 2 1 
20. What I learn in school 
is not important. 
4 3 2 1 
21. I usually understand 
my homework 
assignments. 
1 2 3 4 
22. I usually do not get 
good grades in 
Mathematics because it is 
too hard. 
4 3 2 1 
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23. It does not matter if I 
do well in school. 
4 3 2 1 
24. Kids who get better 
grades than I do get more 
help from teachers than I 
do. 
4 3 2 1 
25. I am a good reading 
student. 
1 2 3 4 
26. It is hard for me to get 
good grades in school. 
1 2 3 4 
27. I am smart. 4 3 2 1 
28. I will quit school as 
soon as I can. 
1 2 3 4 
 
29. Teachers like kids 
even if they do not always 
get good grades. 
1 2 3 4 
30. When the teacher asks 
a question, I usually know 
the answer even if the 
other kids do not. 
1 2 3 4 
31. What grade did you 
get on your last report card 
in Mathematics? 
    
32. What grade did you 
get on your last report card 
in Social Studies? 
    
33. What grade did you 
get on your last report card 
in Science?  
    
34. What grade did you 
get on your last report card 
in ELA/Reading? 






Modified Morgan-Jinks Self-Efficacy Scale 
Teacher Gender:  MALE     OR      FEMALE   (circle ONE GENDER)  
 
Teacher Ethnicity:  White   OR   Non-White   (circle ONE ETHNICITY) 
 
Student Gender:  Girl   OR   Boy  Student Age: _________  
 
Student Ethnicity:  White   OR   Non-White   (circle ONE ETHNICITY) 
 
Student CURRENT Grade:   4th   OR   5th   (circle ONE GRADE) 
 
Directions: Using the Likert scale below, circle the answer that best represents your on-the-spot 
belief about each statement 
 
Statement Really Agree 
YES 
Kind of Agree 
Yes 




1. I work hard at 
school. 
1 2 3 4 
2. I could get the 
best grade in class if 
I tried. 
1 2 3 4 
3. Most of my 
classmates like to do 
Mathematics 
because it is easy. 
1 2 3 4 
4. I would get better 
grades if my teacher 
liked me better.   
4 3 2 1 
5. Most of my 
classmates work 
harder on their 
homework than I do.   
4 3 2 1 
6. I am a good 
Science student.   
1 2 3 4 
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7. I will graduate 
from high school.  
1 2 3 4 
8. I go to a good 
school.  
1 2 3 4 
9. I always get good 
grades when I try 
hard. 
1 2 3 4 
10. Sometimes I 
think an assignment 
is easy when the 
other kids in class 
think it is hard. 
1 2 3 4 
11. I am a good 
social studies 
student. 
1 2 3 4 
12. Adults who have 
good jobs were 
probably good 
students as kids.    
1 2 3 4 
13. When I am old 
enough, I will go to 
college. 
1 2 3 4 
14. I am one of the 
best students in my 
class. 
1 2 3 4 
Statement Really Agree 
YES 
Kind of Agree 
Yes 




15. No one cares if I 
do well in school. 
4 3 2 1 
16. My teacher 
thinks I am smart. 
1 2 3 4 
17. It is important to 
go to high school. 
1 2 3 4 
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18. I am a good 
mathematics 
student. 
1 2 3 4 
19. My classmates 
usually get better 
grades than I do. 
4 3 2 1 
20. What I learn in 
school is not 
important. 
4 3 2 1 




1 2 3 4 
22. I usually do not 
get good grades in 
Mathematics 
because it is too 
hard. 
4 3 2 1 
23. It does not 
matter if I do well in 
school. 
4 3 2 1 
24. Kids who get 
better grades than I 
do get more help 
from teachers than I 
do. 
4 3 2 1 
25. I am a good 
reading student. 
1 2 3 4 
26. It is hard for me 
to get good grades in 
school. 
1 2 3 4 
27. I am smart. 4 3 2 1 
28. I will quit school 
as soon as I can. 
1 2 3 4 
 
29. Teachers like 
kids even if they do 
not always get good 
grades. 
1 2 3 4 
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30. When the 
teacher asks a 
question, I usually 
know the answer 
even if the other 
kids do not. 
1 2 3 4 
31. What grade did 
you get on your last 
report card in 
Mathematics? 
    
32. What grade did 
you get on your last 
report card in Social 
Studies? 
    
33. What grade did 
you get on your last 
report card in 
Science?   
    
34. What grade did 
you get on your last 
report card in 
ELA/Reading? 







MJSES Percentage of Respondents’ Answers and Lowest to Highest Mean 
MJSES Percentage of Respondents’ Answers and Lowest to Highest Mean 
Survey Question (n = 1,487) Percentage of Respondents’ Answer Mean SD 
n 1 2 3 4 
16 My teacher thinks I am smart.   1452 82.1 11.2 2.5 4.3 1.29 .71 
27 I am smart. 1435 81.2 6.8 4.0 8.1 1.39 .89 
6 I am a good science student. 1455 71.5 19.3 4.7 4.4 1.42 .81 
12 Adults who have good jobs were probably good students as kids.  1448 70.3 17.3 5.4 7.1 1.50 .91 
8 I go to a good school. 1456 62.7 27.5 6.4 3.5 1.51 .80 
15 (r) No one cares if I do well in school.   1441 59.3 29.3 6.7 4.6 1.56 .80 
28 I will quit school as soon as I can.   1434 64.7 19.9 6.7 8.6 1.60 .97 
1 I work hard at school. 1453 55.7 31.7 9.3 3.3 1.60 .79 
7 I will graduate from high school. 1450 60.3 22.5 9.3 7.8 1.65 .97 
11 I am a good social studies student.   1435 15.2 27.0 12.5 6.3 1.71 .91 
24 Kids who get better grades that I do get more help from teachers than I do.   1447 50.8 31.1 10.2 7.9 1.75 .93 
5 (r) Most of my classmates work harder on their homework than I do.  1464 42.7 37.1 12.1 8.1 1.86 .92 
17 It is important to go to high school. 1448 41.0 36.5 12.7 9.8 1.91 .96 
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Survey Question (n = 1,487) Percentage of Respondents’ Answer Mean SD 
n 1 2 3 4 
20 (r) What I learn in school is not important.   1444 41.1 35.8 12.9 10.1 1.92 .96 
10 Sometimes I think an assignment is easy when the other kids in class think it is hard.   1454 37.7 38.9 15.4 8.0 1.93 .92 
9  I always get good grades when I try hard. 1455 33.5 35.8 16.2 14.4 2.11 1.03 
29 Teachers like kids even if they do not always get good grades. 1430 26.8 41.5 20.4 11.3 2.16 .94 
13 When I am old enough, I will go to college. 1434 25.7 36.3 21.3 16.7 2.29 1.02 
2 I could get the best grade in class if I tried.   1457 25.0 32.4 30.9 11.7 2.29 .96 
18 I am a good mathematics student. 1430 21.3 29.8 28.8 20.1 2.47 1.03 
4 (r) I would get better grades if my teacher liked me better.   1447 20.6 23.8 25.9 29.7 2.65 1.11 
30 When the teacher asks a question, I usually know the answer even if the other kids do not.   1087 10.8 28.4 41.9 19.0 2.70 .895 
25 I am a good reading student. 1434 17.6 25.4 24.7 32.4 2.71 1.09 
21 I usually understand my homework assignments. 1448 14.3 19.7 23.8 42.2 2.93 1.08 
23 It does not matter if I do well in school.   1435 13.0 10.0 22.2 54.9 3.19 1.06 
3  Most of my classmates like to do math because it is easy. 1449 12.8 10.1 13.0 64.1 3.28 1.08 
14 I am one of the best students in my class.   1438 10.8 12.2 13.9 63.1 3.29 1.04 
26 It is hard for me to get good grades in school. 1441 8.3 8.1 26.0 57.7 3.33 .937 
22 I usually do not get good grades in mathematics because it is too hard.   1440 12.2 6.1 9.0 72.8 3.42 1.04 
19 (r) My classmates usually get better grades than I do. 1443 10.0 6.5 9.4 74.2 3.48 .990 
Note.  Survey answers should be interpreted on the Likert Scale as 1= really agree, 2 = kind of agree, 3 = kind of disagree, 4 = 
really disagree.   
A (r) after the survey question number indicates that the item was reverse-coded.  These questions should be interpreted in 




Comparison of Total Student Responses by MJSES Questions and Subscales 
Comparison of Total Student Responses by MJSES Questions and Subscales 
Question Number Subscale n Mean SD 
1 Effort 1453 1.57 .77 










Context 1447 2.69 1.11 
 
 
5 (r) Effort 1464 1.79 .90 
6 Talent 1455 1.40 .82 
7 Context 1450 1.62 .92 
8 Context 1456 1.48 .80 
9 Effort 1455 2.09 1.03 
10 Talent 1454 1.88 .90 
11 Talent 1435 1.71 .90 
12 Context 1448 1.48 .87 
13 Context 1434 2.23 1.00 
14 Talent 1438 3.33 1.03 
15 (r) Context 1441 1.55 .80 
16 Talent 1452 1.24 .64 
17 Context 1448 1.87 .96 
18 Talent 1430 2.52 1.04 
19 (r) Talent 1443 3.51 .97 
20 (r) Context 1444 1.87 .95 
21 Talent 1448 3.03 1.06 
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Question Number Subscale n Mean SD 
22 (r) Effort 1440 3.47 1.02 
23 (r) Context 1435 3.21 1.05 
24 (r) Context 1447 1.70 .89 
25 Talent 1434 2.78 1.09 
26 Talent 1441 3.38 .92 
27 Talent 1435 1.32 .82 
28 (r) Context 1434 1.58 .96 
29 Context 1430 2.14 .93 
30 Talent 1087 2.72 .89 
Note. n = Number of responses. SD = Standard Deviation.  
An (r) after the survey question number indicates the item was reverse-coded. These 
questions should be interpreted in reverse on the Likert Scale as 1 = really disagree, 2 = 















Talent Subscale Item Statistics 
Talent Subscale Item Statistics 
Question Number Mean Standard Deviation  N 
2 2.305 .9781 1008 
6 1.413 .8276 1008 
10 1.880 .8990 1008 
11 1.708 .9031 1008 
14 3.296 1.0555 1008 
16 1.250 .6580 1008 
18 2.501 1.0480 1008 
19 (r) 3.482 .9944 1008 
21 3.007 1.0672 1008 
25 2.751 1.0891 1008 
26 3.369 .9256 1008 
27 1.347 .8552 1008 
30 2.720 .8950 1008 
 
